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ABSTRACT 
AN EXAMINATION OF THE PLACE OF COMPREHENSIVE 
LIBERAL EDUCATION: CURRICULAR CHALLENGE FOR 
COMMUNITY COLLEGES 
MAY 19S8 
MALINDA M. SMUTEK , B.A., AMERICAN INTERNATIONAL COLLEGE 
M.A., UNIVERSITY OF MASSACHUSETTS 
Ed.D., UNIVERISTY OF MASSACHUSETTS 
Directed by: Professor Thomas E. Hutchinson 
This study provided research data concerning the role 
of comprehensive liberal education in the curriculum of 
community colleges in Massachusetts. 
The Board of Regents of Higher Education and administra¬ 
tive officers of eight randomly selected community colleges 
were included in the sample survey research approach used. 
Data were collected from three sources--institutiona1 docu¬ 
ments, interview questionnaires, and statistical informa¬ 
tion. 
The liberal arts program, its electives and requirements 
student enrollments; student demographics; course offerings; 
course enrollments; student transfers to community colleges; 
and community college student transfers to four year insti¬ 
tutions were examined for the Fall 1985, Spring 1986, Fall 
1986, and Spring 1987 semesters. 
The Chairperson and the Chancellor of the Board of Re¬ 
gents, Vice Chancellors of Academic Affairs, Planning and 
Program Development, Fiscal Management, Fiscal Policy Ana¬ 
lysts, Director of Data Quality, and Director of Planning 
were interview. Also, community college Presidents, Deans 
of Academic Affairs, Directors of Institutional Research, 
Registrars, Deans of Students, and Directors of Data Pro¬ 
cessing were consulted. 
The major study findings were the following: 
1. Community colleges do not have a healthy balance be¬ 
tween their liberal arts and practical arts. They have 
increasingly responded to the labor force needs of 
businesses and industries at the expense of a compre¬ 
hensive liberal education for all students. 
2. Community colleges have a very loosely structured li¬ 
beral arts curriculum which is dominated by free elec- 
tives. 
3. Community colleges overlook the intellectual and aca¬ 
demic needs of their students who are doing college 
level work in their efforts to address their high 
risk, non-traditiona1 students, who have skill defi- 
ciencies. 
4. Community college students have more difficulty trans¬ 
ferring to public senior institutions than they do 
transferring to private colleges and universities. 
5. Community college students of color do not participate 
in the liberal arts curriculum as much as their white 
c1assmates. 
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CHAPTER 1 
THE PROBLEM 
General Statement 
When one thinks of American community colleges, one can 
best describe them as institutions which provide opportuni¬ 
ties with excellence. Former Speaker of the U.S. House of 
Representatives, the Honorable Thomas P. O'Neill, Jr. [Par¬ 
nell, 1985) explained that Fifty years ago, the United 
States was a country of two classes: the wealthy and the 
poor. Today, the United States has a great middle class. 
The principal reason For this middle class is education. Be¬ 
cause of community colleges, Americans have been given the 
opportunity to train themselves and to become knowledgeable 
in the Full range of human experiences. Not only do communi¬ 
ty colleges provide opportunity with excellence, but they 
also provide practical education. Senator Orrin Hatch of 
Utah claimed that another unique characteristic of most 
community colleges is their extraordinary ability to re¬ 
spond to short term training [Parnell, 1985). The community 
college also has been defined as a source For the preparation 
of life long learners. Former Congressperson, the late Carl 
P. Perkins of Kentucky, belisved that the knowledge explosion 
and the means of disseminating it are two concerns produced 
by the Technology Revolution [ToFFler, 1980). In response to 
these issues, Perkins advocated support of the community 
college in order to "educate, reeducate, train, and retrain 
people several times during their life time in order to pre- 
1 
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pare them to participate effectively, not only in the work 
place but in society" (Parnell, 1985, p. 85). 
Higher education as a means of facilitating an indivd- 
ual's self-growth and career preparation is, indeed, alive 
and well in the United States. According to Dr. Dale Par¬ 
nell (1985) , President of the American Association of Com¬ 
munity and Junior Colleges, the 1983-1984 year long undupli¬ 
cated head count enrollment is estimated at 10,941,830 cred¬ 
it and non-credit students. Of that number, 10,707,876 were 
enrolled in public colleges and 233,954 in private colleges. 
These figures did not just happen. They represent the cul¬ 
mination of three historical events which have impacted the 
course of American higher education. 
The first occurrence was the establishment of the land 
grant university in the 1850s which combined theoretical 
and practical education in America. The second event was 
the development of the G.I. Bill in the mid-1940s. The U.S. 
Government invested in the men and women who served our 
country as members of the Armed Forces by creating a pro¬ 
gram which allowed veterans to obtain a college education 
with governmental financial assistance. Policy makers of 
this post-World War II period began to realize how education 
would be an investment in human resource development. The 
formation of the contemporary community college was the 
third historical development (Parnell, 1985). On July 13, 
1946, President Harry Truman established the President's 
Commission on Higher Education. In his letter appointing 
3 
members to the Truman Commission, the President wrote: 
Among the more specific questions with which I 
hope the Commission will concern itself are ways 
and means of expanding educational opportunities 
for all able young people; the adequacy of cur¬ 
ricula, particularly in the fields of interna¬ 
tional affairs and social understanding; the 
technical institutes; the financial structure of 
higher education with reference to the require¬ 
ments of the rapid expansion of physical facil¬ 
ities ... The extension of general education re¬ 
presented by junior colleges in this country 
constitutes a real contribution to democracy in 
education. Social, economic, and political con¬ 
ditions prevailing throughout the world can be 
solved only in terms of a lengthened period of 
education made available to an increasing pro¬ 
portion of the population (Vaughan, 1983, p.21). 
The Truman Commission issued a six volume report on 
December 11, 1947, entitled "Higher Education for American 
Democracy." The report to be later known as the Community 
College Manifesto expressed concern about the limited educa¬ 
tional opportunities for a large portion of the nation's 
citizens. In order to address this problem, the Commission 
called for the development of community colleges across the 
United States. "The Truman Commission Report became a blue¬ 
print for developing higher education in post-war America 
and in its phrases 'community college' first appeared" (Par¬ 
nell, 1985, p. 83). 
The development of community colleges did not progress 
at the same rate as that of four year colleges and universi¬ 
ties. Enrollments at the baccalaureate degree awarding insti 
tutions continually grew. Educators and administrators were 
not yet discussing the impact of demographics on enrollments 
No one was much concerned about adult part-time students 
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(Cross, 1985). However, as the state of the economy changed 
in the United States during the 1970s and early 1980s, high¬ 
er education began to experience a downward slope in student 
enrollment (Cross 1 and , 1980) while the marketplace, impacted 
by the constant ever evolving demands of the Technology Re¬ 
volution CToffler, 1980 and Naisbitt, 1984), required more 
non-traditional training for its perspective employees as 
well as training opportunities for its current employees. 
Peter Orucker (1981) told the Chronicle of Higher Education 
that the demand for education during this period was going 
up and not down. What was going down and fairly fast was de¬ 
mand for traditional education in traditional schools. 
To meet the demands for new educational functions, cor¬ 
porations, professional associations, and non-colleges began 
to address this challenge. Cross (1985) stated that it is 
"not unusual for the education and training budgets of some 
large corporations to be growing at the rate of 35% per 
year, which exceeds by a considerable margin the explosive 
rate of growth of higher education in the boon years of the 
1960s" (p. 5). Higher education today delivers more than a 
third of the organized opportunities for adults. "The re¬ 
maining two-thirds [are] offered by a vast array of non-col- 
legiate providers, many of whom offer everything colleges do 
and more. Industry and a cluster of government agencies offer 
more than 2000 courses that are endorsed by the American 
Council on Education as worthy of academic credit" (p- 5). 
Lynton (1984) stated that corporations spend more today on 
5 
the education and training of their employees than all 
fifty states combined spend on public higher education. 
"Both the supply and demand for education are growing 
because the economy of the twenty-first century is depen¬ 
dent on the non—dep1etab1e resources of human energy and 
creativity" (Cross, 1985, p. 6). Education has always fo¬ 
cused its energy on knowledge and the development of human 
potential. However, because of the economic importance of 
knowledge in the Technology Revolution (Toffler, 1980), the 
development of human resources has seemed to have become 
everyone's business (Cross, 1985). Major industries, because 
they claim they can not find viable academic providers for 
the training of their employees, maintain their own staff 
to meet the continuing education needs of their employees 
(Kost , 1980) . 
John Naisbitt (1984) proposed that the questions for 
the 1980s are "What business are we really in? Are we in the 
business of human development, intellectual growth, academic 
achievement, career development, certification, or what? 
And whom do we serve—eighteen year olds, forty year olds, 
employees, or society at large” (p. 85). Some educators are 
not aware of the urgency of finding answers to these ques¬ 
tions. Cross (1985) claimed while other educators debate the 
complex and serious issues of the mission of higher educa¬ 
tion, industry responds more readily by adopting the broad¬ 
est goal for their education and training divisions—the 
development of human resources. "The concentration is that 
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business has become dependent on human resources that are 
capable of generating and using the knowledge that is the 
capital asset of a Third Wave [Technology Revolution] econo¬ 
my” ( p . 9 ) . 
Rosabeth Kanter [1983] claimed that there is a renais¬ 
sance in business today which consists of a shift from 
Frederick Taylor's Second Wave principles of scientific man¬ 
agement (Toff 1er, 1980) from developing a system of produc¬ 
tion to developing people. Peters and Waterman (1988] de¬ 
scribed this new approach to management as productivity 
through people. They advised corporations to consider their 
employees as the essential source of productivity gains and 
not automation or capital spending. Furthermore, Kanter 
(1983] encouraged companies to urge and support their em¬ 
ployees in the development of their creative capacities. 
Robert Reich (1983] stated that the economic future of Amer¬ 
ica rests on Americans themselves. Since other countries are 
becoming more suited for high volume, standardized industries 
while America is becoming more highly technological and 
specialized, the American economic evolution will be based on 
a skilled labor force and on a more flexible and less hier¬ 
archical organization of work. 
Although corporate America seems to be responding to the 
demands of the Technology Revolution impacting its very 
structural and organizational fibers (Toffler, 1980], Amer¬ 
ican education still remains the source of training and pre¬ 
paration and education of individuals who will enter the work 
« _ 
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Force at all levels: blue collar, gray collar, pink collar, 
and white collar. Nobel Laureate Theodore Schultz (1984) be¬ 
lieved that space, energy, and land will not improve the wel¬ 
fare of the poor . What will help the poor are improvements in 
population quality and advances in knowledge. 
American higher education Faces increasingly the impact 
that poverty and the state of American economy has on its own 
missions and goals in regard to student recruitment and en¬ 
rollment, curriculum development, and community services. 
Stephen Rose (1984), an economist, portrayed the reality of 
the current socio-economic status of Americans. Between 1978 
and 1983, about thirteen percent of the middle portion of the 
middle class as defined by the Bureau of Labor Statistics 
disappeared. OF this thirteen percent, one quarter rose into 
the upper middle class category ($41,000 per annum) and 
the remaining three quarters Fell into the lower middle 
class ($17,000 per annum). Moreover, the number of people 
below the poverty line ($9,8000 per annum) increased three 
percent. "This downward shift represents a significant 
change in the nature of American social Fabric" (p. 27). 
An increasing stratification seems to be taking place 
along economic, educational, employment, and ethnic lines. 
Statistics have shown an increase in the number of individ¬ 
uals and Families in the lower income stratum and below the 
poverty line. There also seems to be a steadily increasing 
gap between low and middle income Families and upper income 
Families. Janet L. Norwood, Commission of the Bureau of 
a 
Labor statistics, reported a decrease in the February 1985 
unemployment rate From 6.4% to 6.2% For whites, but an in¬ 
crease From 14.9% to 16.3% For blacks (’’Jobless Rate,” 
Washington Post. 9 March 1985). 
The American Enterprise Institute For Public Policy 
Research (1983) added to this portrait oF the state oF 
economy by discussing who the poor really are. According to 
its research, two out oF three adults who meet the Federal 
deFinition oF poverty are women, and more than halF oF the 
poverty Families are maintained by single women. Seventy 
percent oF all AFDC [Aid to Families with Dependent Child¬ 
ren] recipients are children. Furthermore, there has been a 
FiFty-two percent increase in working women with inFants 
under one year oF age during the past eight years. In ad¬ 
dition, 3.1 million children or 3,000 a day have Fallen in¬ 
to poverty since 1979. This Figure represents a three per¬ 
cent increase in the number oF children in poverty For the 
past Five years. 
Parnell (1985) supported the belieF that American 
higher education can not be just an observer to the socio¬ 
economic status oF its students and the demands that the mar¬ 
ketplace is placing on its students in term oF their prepa¬ 
ration and career choice. 
Rather than view the poor as untapped human re¬ 
sources , we tend to view them as problems ... 
We have never really developed a national hu¬ 
man resource development strategy in this 
country, particularly For non-baccalaureate 
degree individuals. No discussion oF excellence 
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in education in a universal education system 
can be complete without considering the plight 
of all members of society and the tensions 
that motivate or inhibit them. It is time to 
value our human resources as much as, if not 
more than, we value our natural resources of 
oil and gas and metals (p. 33). 
In view of the Community College Manifesto issued by 
the Truman Commission in 1947 and the current orientation 
of the various segments of the American higher education 
system, - it appears that the community college is central to 
any discussion of providing access to opportunity for post 
secondary education (Ricardson, 1985). For many 18 to 22 
year olds, workers, AFDC mothers, housewives, unemployed 
laborers, and minorities, major benefits of obtaining a 
two year degree are believed to be self-improvement and an 
increase in future earnings (Romano, 1986). In contrast to 
the students who begin at a four year college or university, 
the two year college students come from families of lower 
socio-economic origins [family income, educational level 
of parents, and parents' occupational status]; have not 
achieved as good a record of academic performance in high 
school and have lower measured academic ability; and have 
lower educational aspirations (Romano, 1986). For these 
students, the two year college can be seen as an institu¬ 
tion which often services or their parents who are low risk 
takers. 
These students are more [likely to be] reluctant 
to leave their home community to go to college 
or to work after college. They are more likely 
to select a curriculum which is vocational in 
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nature and holds the promise of a specific 
job than a curriculum like liberal arts 
which is broader in scope and leads to a 
longer run pay off. They are more likely 
to be [on the average] oriented toward the 
present then the future. [They prefer not 
to commit themselves to four years of 
schooling” (Romano, 1986, p. 13). 
The challenge facing community colleges is to go beyond 
their students' limited and immediate expectations by offer¬ 
ing students an access to a comprehensive liberal education 
which is broader in scope than the highly specialized vo¬ 
cational-technical education many students tend to endorse 
and which provides them the basis for developing life long 
learning competencies. Cross (1985) stated that no educa¬ 
tion, "no matter how brillantly designed and delivered, will 
last a life time in a world in which entire industries are 
created and wiped out in a single decade" (p. 11). Students 
who graduate from college with an associate and/or baccalau¬ 
reate degree without access to a comprehensive liberal edu¬ 
cation which promotes the cognitive skills, motivation, and 
capacity to pursue continuous learning will lack the basic 
survival skills for life in the twenty-first century. 
Most recent reports concerned with educational reform 
have advocated the need to prepare students for active and 
continuous involvement in their life long learning, which is 
a commitment people need in order to insure productive and 
successful work experiences. The Study Group on the Condi¬ 
tions of Excellence in American Higher Education (1984) ex¬ 
plained in its report, Involvement in Learning, that "there 
is now a good deal of research evidence to suggest that 
the more time and effort students invest in the learning 
process and the more intensely they engage in their own 
education, the greater will be their growth and achieve¬ 
ment, their satisfaction with their educational experi¬ 
ences, and their persistence in college, and the more like¬ 
ly they are to continue in their learning” (p. 17). 
The movement toward more active se1f-directed learn¬ 
ing stresses the development of the human resources re¬ 
quired for the Third Wave Society (Toffler, 1980), which is 
characterized by technology that clearly has reshaped and 
redirected the marketplace. Naisbitt (1984) believed that 
the potential for individualization, for personal choice, 
and for multiple options is exploding all around us. He as¬ 
serted that the either/or world of the 1950s is turning in¬ 
to the multiple option world of the 1980s. Industry, itself, 
is investing its financial assets on the proposition that 
interpersona1 skills, supervision, teamwork, and leadership 
can be taught (Cross, 1985). 
American higher education claims that it has as its 
mission the long range development of creative, thinking, 
caring human beings. However, "these qualities are hard to 
develop effectively in a lock step, depersonalized approach 
to mass education. Unfortunately, our educational system 
has been modeled on Second Wave (Toffler, 1980) mass pro¬ 
duction methods which are less effective in a Third Wave 
(Toffler, 1980) world [of synthesis of information and in- 
* • 
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terdependency]" (Cross, 1985, p. 20). 
Reich (1983) believed that U.S. education is modeled 
on scientific management. Students are sorted, programmed, 
and controlled in a high volume, standardized production 
process. He explained that educational achievement is meas¬ 
ured and quantified in order to create rules and procedures 
for instructors and students. Reich also claimed that suc¬ 
cess in American education, from kindergarten to graduate 
school, is measured by the amount of order and management 
control that exists in the classroom. He proposed that stu¬ 
dents can not be trained to partiticipate in the flexible 
system enterprises of today's marketplace when their daily 
lives are dominated by high volume, standardized institu¬ 
tions of higher education. Instead, we are facing the pos¬ 
sibility of a future generation of turned off learners who 
may have the "cognitive skills for learning under direction 
but who find little joy in se1f-directed, voluntary learn¬ 
ing" (Cross, 1985, p. 13). 
It is predicted that the occupational history of Amer¬ 
ica will chronicle the steps from farmer to laborer to 
clerk to technician. 
Technicians, that is broad technology techni¬ 
cians, will act as the force that holds to¬ 
gether the thousands of potentially isolated 
elements in our work world. They will be the 
individuals who not only understand underly¬ 
ing principles but also have the ability to 
apply what they have learned. These are the 
generalists with specific practical skills 
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to address day to day challenges. The de¬ 
velopment of this kind of workers will re¬ 
quire some new programs and approaches to 
education. In particular, some new thinking 
about vocational education will be required 
(Parnell, 1385, p. 16). 
That segment of the American higher education system 
which historically responded to the need of preparing and 
training students for the challenges of the marketplace is 
the community college. It has brought vocational and tech¬ 
nical education into the halls of academia. Community col¬ 
leges traditionally have stressed that there is dignity and 
worth in preparing one's self for a job. However, what com¬ 
munity colleges have failed to do is offer a broad base, 
comprehensive liberal approach to education that will en¬ 
able the students to be the comprehensively prepared indi¬ 
viduals sought by today's business world and baccalaureate 
institutions. What has occurred is that in practice, "the 
new career courses most often added reflect an increasing 
specificity of emphasis, and we continue to prepare indi¬ 
viduals for specific jobs rather than for careers" (Par¬ 
nell, 1985, p. 78). Opportunity with excellence should be 
defined as the provision of a comprehensive liberal educa¬ 
tion in which a balance between liberal arts and practical 
arts is achieved. Both are important and are needed in or¬ 
der to prepare the students enrolled in community colleges 
for the challenges of the twenty-first century. 
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Purpose oF Study 
The purpose of this study was to examine community col¬ 
leges in Massachusetts in regard to their providing access 
to a comprehensive liberal education For students. In order 
to allow For diFFerences in student populations, urban and 
suburban community colleges were selected. The results re- 
Flected the liberal arts curricular components oF the total 
program oF study For Full-time students enrolled in degree 
conFerring programs in the day division For the academic se¬ 
mesters Fall 1985, Spring 1986, Fall 1986, and Spring 1987. 
First, the Function oF community colleges as a compo¬ 
nent oF public higher education was studied. In addition to 
oFFering terminal degree programs, these institutions pro¬ 
vide an academic transitional bridge to private and public 
colleges and universities. Whereas the mission statements 
are generated by the Massachusetts Board oF Regents and 
supported by the colleges vis-a-vis their local Board oF 
Trustees’ approval, the goals are determined by individual 
colleges (Assar, 1986). Consequently, a system wide diversi¬ 
ty rather than uniFormity was Found to exist in regard to 
the programs, services, and curricula available to day di¬ 
vision students. 
Second, the types oF educational preparation available 
to students was reviewed. Community college graduates are 
recipients oF certiFicate diplomas, Associate in Science de- 
and Associate in Arts degrees. A community college grees, 
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measures its support For liberal arts by assessing inclu¬ 
sively the total number of students who successfully trans¬ 
fer to a baccalaureate degree program (Assar, 1986). Liber¬ 
al arts courses for students enrolled in Associate in Sci¬ 
ence degree and certificate diploma programs are not con¬ 
sidered in this measurement. This study made a distinction 
between certificate, terminal, and transfer degree programs 
in regard to the number of liberal arts course credits pro¬ 
vided in each program of study. 
Third, the manner in which liberal arts impact all pro¬ 
grams ' of study curricula was examined. The presidents of 
the community colleges determine, in the long run, the num¬ 
ber of liberal arts courses which will be available to stu¬ 
dents (Assar, 1986). Therefore, it was found that certifi¬ 
cate, terminal, and transfer degree programs of one communi¬ 
ty college may differ from similar programs of study of an¬ 
other community college in terms of core course require¬ 
ments , number of electives, and number of liberal arts 
courses required. 
The following research objectives guided this study: 
To identify the extent to which the mission and 
goals of community colleges in Massachusetts in¬ 
clude liberal arts learning 
To investigate the opportunities for community 
college students for expressed liberal arts cur- 
ricu1urn 
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To examine the extent to «,hich community col¬ 
lege students ere participeting in the expressed 
liberal arts curriculum. 
Definition of Terms 
The why of learning is more important than the how. 
As Nietzche (1844-1900) once stated, "He who has a why to 
live for can bear with almost any how" (Parnell, 1985, 
p. 40). The whys and wherefores of community colleges make 
them that branch of education which does provide access and 
outreach to the community. 
In a nation with a moral commitment to access 
and opportunity, community colleges are the 
accessible institutions. In a nation with a 
tremendous need for skilled workers, commu¬ 
nity colleges are fulfilling that need. They 
are helping a host of citizens discover that 
marketable skills give them liberating com¬ 
petence and the confidence that they can do 
something well ... that they can cope with 
real life. In a nation leading in the in¬ 
formation age, community colleges are the 
institutions that are helping trigger eco¬ 
nomic revitalization by matching skills to 
the needs of the employers. In a nation that 
emphasizes accountability, community colleges 
are a cost effective part of higher education. 
In a nation deeply concerned about the quali¬ 
ty of life, community colleges are leading 
the way by providing quality of life experi¬ 
ences for all levels of working men and wo¬ 
men ... (Parnell, 1985, p. 99). 
To understand the whys and wherefores of community 
colleges, we must comprehend those terms which define their 
unique characteristics. The Associate Degree Program is 
the basis of the mission of community colleges. It reflects 
the educational attainment goals the colleges have their 
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students. Being an integrating Force For the colleges, the 
associate degree acts as student guide and necessitates stu¬ 
dents’ commitment For program completion. It indicates ’’that 
the holder has developed proF iciencies suFFicient to prepare 
For upper division collegiate work or to enter directly into 
an occupation with conFidence. The degree should be awarded 
only For completion For a coherent program oF study designed 
For a speciFic purpose” (Parnell, 1985, pp. 101-102). 
On the other hand, community colleges oFFer CertiFicate 
Diploma Programs which respond to the need For short term, 
entry level job training sometimes with less than one year 
oF study. Many career programs have developed certiFicate 
programs which require up to thirty credits oF course work 
which stress skill training (TraicoFF, 1983a). 
Bunker Hill Community College awards Certi- 
Ficates oF Achievements in Human Services 
and Management and Roxbury Community College 
awards a CertiFicate oF Achievement in 
Early Childhood Education. In each case, 
the certiFicate is awarded upon the suc- 
cessFul completion oF a core curriculum 
(Four required courses) and two electives 
in that Field oF study. In most cases, a 
certiFicate can be earned in two or three 
semesters. The courses included in these 
certiFicate programs are also applicable to 
associate degree programs at each oF the col¬ 
leges (Coard, 198Sa, p. 6). 
Another program community colleges oFFer is Field 
based education known as Cooperative Education and Intern¬ 
ship Programs. This program enables students to alternate 
periods of traditional academic studies with periods of re¬ 
lated paid employment. Customarily, full periods of academic 
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study are alternated with equivalent periods of employment 
in areas related to the students' majors. In some cases, Co¬ 
operative Education "takes on the form of parallel work- 
study semester[s]" (Bartley, 1982, p. A 2) . 
The Associate in Arts Degree is directed to those ma¬ 
joring in the social sciences, humanities, liberal arts, 
fine arts, etc. The Associate in Science Degree is for 
those students who major in Business, Nursing, Engineering, 
Sciences, Health Sciences, or Agriculture and prescribes 
substantial undergraduate requirements in mathematics and 
sciences. Most students who graduate with either degree us¬ 
ually transfer as juniors to baccalaureate degree granting 
institutions. However, the Associate in Applied Sciences 
Degree leads "the individual directly to employment in a 
specific career. Other titles are Associate in Business, 
Associate in Data Processing, and Associate in Applied Arts 
and Sciences. In some instances, particularly in the health 
related fields, the degree is a prerequisite for taking a 
licensing examination" (Parnell, 1985, p. 104). The objec¬ 
tive of this last degree is to increase and enhance employ¬ 
ment opportunities. 
Although associate degree occupational degree 
programs are designed primarily to prepare 
students for employment, they can no longer 
be considered terminal. In addition, to the 
necessity for life long learning, students can 
expect to make several career changes during 
their lives. Further education, including work 
toward a baccalaureate degree, should be anti¬ 
cipated in the design of the Associate of Ap- 
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plied Science curriculum (Shared Vision 
Task Force, 19S7, p. 3). 
A college transfer program is essentially designed to 
prepare students with the course credits needed to transfer 
to a four year college or university in order to pursue a 
baccalaureate degree. 
Students are allowed to transfer credits with¬ 
out slippage ... [Furthermore], it provides a 
second chance for many students [such as] those 
who, for all kinds of reasons, did not succeed 
their first time around in a traditional four 
year college or university ... [The] community 
college accepts them with open arms and pro¬ 
vides additional learning support services. 
These students find they can now succeed in 
baccalaureate degree programs (Parnell, 1985, 
pp . 96-97] . 
The Commonwealth of Massachusetts Transfer Compact 
facilitates the transfer of community college students to 
a state supported four year college or university. Trans¬ 
fer credit will be granted to qualified students for all 
college level courses taken as a part of the associate de¬ 
gree . 
Eligible students must meet the following require¬ 
ments: 
. Complete an Associate in Arts or an Associate 
in Science transfer degree 
Complete a minimum of 60 credits and a maxi¬ 
mum of 66 credits of undergraduate college 
level study 
Achieve a grade point average of no less than 
2.0 (Shively, 1986c). 
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It should be noted that students who transfer by means 
of the Compact to public four year institutions will be 
subject to the same requirements as students who are en¬ 
rolled as freshmen. Moreover, these students will be guar¬ 
anteed acceptance of all degree credits earned at the com¬ 
munity college. The public baccalaureate degree awarding 
institutions "will accept a □ toward a major only if it 
does so for native students" (Shively, 1986c, p. 46). Na¬ 
tive students are students who are enrolled in the four 
year institutions as freshmen (Commonwealth Transfer Com¬ 
pact , 1984, p. i). There are two exceptions. The Compact 
does not apply to the Massachusetts College of Art or the 
Massachusetts Maritime Academy. Secondly, a student pre¬ 
viously enrolled at a state college or university who sub¬ 
sequently completes the associate degree at a community 
college does not come under the protection of this Com¬ 
pact . 
The Associate in Arts Transfer Degree for Massachu¬ 
setts community colleges should involve a minimum of 33 
semester hours in general education. As part of these 33 
semester hours, each community college will require stu¬ 
dents to complete a minimum of semester hours in each of 
the following: English Composition (6 semester hours); be¬ 
havioral and social sciences (9 semester hours); humanities 
and fine arts (9 semester hours); and mathematics and nat¬ 
ural sciences (9 semester hours). These credits are sti- 
pulated by the Transfer Compact. 
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□n the other hand, the Associate in Science Transfer 
Degree recognizes a greater emphasis on the scientific, 
mathematic, and technical competencies demanded of students 
and therefore includes a greater concentration in these 
disciplines. Each community college is encouraged to de¬ 
velop a general education concentration within the transfer 
parameters, respective of the particular degree discipline 
offered [Commonwealth Transfer Compact, 1984). Furthermore, 
the Regents encourage public colleges and universities to 
develop admission policies that will consider all factors 
indicating the possibility of success in its upper divi¬ 
sion for transfer students who have not earned the Asso¬ 
ciate in Arts or the Associate in Science transfer degree. 
The degree and certificate programs of community col¬ 
leges represent these colleges' commitment to helping sup¬ 
ply the United States a skilled and knowledgeable work 
force. "The real competition for jobs in the future will be 
between the well educated and the not so well educated ... 
The connection between higher unemployment rates and low 
levels of education shows the importance of education in a 
job market that increasingly requires more training" [Oc- 
n.Twtlnnal Handbook, 1984). To meet the challenges of the 
marketplace, community colleges need to provide access to a 
rnmnrehensive Education For students. "In today's techno¬ 
logical society, [they] simply can not have First rate 
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technical education programs unless they are integrated 
with liberal arts programs" (Parnell, 1985, p. 95). 
Dartmouth College, for example, was the first bacca¬ 
laureate institution in the United States in 1867 to ac¬ 
knowledge the importance of a comprehensive liberal educa¬ 
tion for non-Bachelor in Arts degree students. It estab¬ 
lished a professional engineering education program which 
was based on General Education. In this model, engineering 
students addressed the liberal arts component first and 
then concentrated on the specialized engineering educa¬ 
tion. As a result, their education as professional engi¬ 
neers takes five years. Moreover, the Dartmouth approach 
enriches liberal arts. " ... Engineering is offered as an 
undergraduate major through the faculty of Liberal Arts 
and Sciences, and the curriculum stresses the fundamentals 
of engineering, without premature specialization. Engi¬ 
neering professors hold dual appointments in Liberal Arts 
and Sciences and in the Graduate school of Engineering; 
that is, faculty of all undergraduate divisions are direct 
peers [and] not 'separate but equal'" (Hutchinson, 1987, 
p . 4 ) . 
In addition to extensive math and science counses, 
technical prognams should inoonponate a literacy base, an 
understanding of oun economic system, and exposure to cul 
tunes other than the students' cm in orden to compre- 
students for life long learning 
hensively prepare our 
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skills. A Comprehensive Liberal Education should not be con¬ 
fused with General Education. General education can best be 
described as a core curriculum that consists of a collection 
of courses and educational experiences shared by all degree 
bearing candidates. Academic courses for these students of¬ 
ten are general science, general social studies, general 
math, and remedial English. There is little evidence of any 
type of focus or concentration (Astin, 1982 and Wagenaur, 
1981]. It should be noted, however, that a Basic Skills Core 
should not be considered general education. The basic 
skills core focused on the student's ability to demonstrate 
proficiency in English and math (Traicoff, 1983a]. Professor 
Lauter-Klatel1 (1987] of the School of Education of Wheelock 
College described basic skills as "tools to facilitate 
learning. They provide structures which allow for the crea¬ 
tion of new ideas in an organized way ... [Lauter-K1 ate 11 
advised that] ... overemphasizing the structure of learning 
and neglecting its core is like building the frame of a 
house without any thought to the interior-an empty shell" 
(p. 23]. 
President Brunetta Wolfman (1985a] of Roxbury Community 
College explained that General Education in Massachusetts is 
defined in terms of course requirements. For example, the 
1984 Massachusetts Transfer Compact stipulates the number of 
credits students need to acquire from the liberal arts cur¬ 
riculum. Career degree students are to take twenty credits 
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of general education courses. While six credits have to be 
in English Composition, the remaining credits may be chosen 
by the students From humanities, math, science, and social 
science courses. Wolfman commented that "there is some con¬ 
cern that the low enrollments in the humanities and social 
science courses may mean that students are not Fulfilling 
their general education requirements" (p. 57). 
Furthermore, President Andrew Scibelli (1987b) of 
Springfield Technical Community College confirmed that stu¬ 
dents enrolled in degree programs are required to take a 
minimum of twenty credits in general education. He explain¬ 
ed that the purpose of general education is as follows: 
to develop in students the capacity for criti¬ 
cal thinking ; the ability to communicate ef¬ 
fectively; an appreication for the arts and 
humanities; and an understanding of the histor¬ 
ic basis of our modern technological society. 
General education also aims to assist in the de¬ 
velopment of people who are educated in mind, 
responsive to civic and social obligations, ca¬ 
pable of adjusting to change and [to learn] for 
life (p. 32). 
Springfield Tech proposed that a general education 
requirement and distribution for all degree granting pro¬ 
grams should be the Following: 
. Three college level courses in each of the fol¬ 
lowing skill areas: (a) language skills; (b) 
numbers; and (c) computer literacy 
One interdisciplinary courses in each of the 
following areas: (a) humanities; (b) social 
sciences; and (c) natural sciences 
An acceptable distribution of six credits in 
courses in the humanities, social sciences, 
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math, and natural science" (Scibelli, 1987b, 
p. 34). 
Part of the discussion concerning a Comprehensive Li¬ 
beral Education Focuses on the issue of what constitutes 
a Liberal Arts Program. Professor Lawrence Franko (1987), 
College of Management, University of Massachusetts, Bos¬ 
ton, maintained that liberal arts has "too often become 
a code word for education devoid of science, mathematics, 
or just plain old arithematic, algebra, and numbers" 
(p. 26). President George Traicoff (1983a) affirmed that 
community colleges have addressed this coding. For exam¬ 
ple, at North Shore Community College, Traicoff indicated 
that liberal arts faculty completed a revision of the li¬ 
beral arts curriculum to include definitions of course 
concentrations in the fine arts, humanities, English, 
math, science, social science, and computer technology. 
Liberal arts enable a student to focus his/her efforts in 
a special area of interest and, at the same time, build an 
educational base for further study at a four year college 
or university. In addition to the core requirements, 
courses specifically prescribed in the curriculum of a 
program of study, each student must complete twenty-one 
credits of electives to meet the sixty to sixty-two cred¬ 
it requirements of the Associate in Arts degree (Shively, 
1986c). Core requirements, which total thirty-nine to 
Forty-one credits, ere as Follows: College English II 
and III (6 credits); mathematics (S credits); humanities 
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(3 credits); social sciences (6 credits); sciences (6-8 
credits); behavioral sciences (6 credits); and literature 
(6 credits). 
Students planning to transfer to a Four year institu¬ 
tion should choose a liberal arts option which they plan 
to major in order to complement the core requirements. 
This choice will establish a Foundation in the selected 
discipline and provide a Focus For the student in select¬ 
ing electives. Liberal arts options are suggested group¬ 
ings of courses in particular areas For students interest¬ 
ed in transfer. These options available are in the areas 
of behavioral sciences, business, communication, computer 
science, English, Fine arts, Foreign languages, mathema¬ 
tics, physics, engineering, and English as a Second Lan¬ 
guage. Such options vary according to each community col¬ 
lege (Assar, 1986). 
On the other hand, electives are courses not espe¬ 
cially prescribed in the curriculum of any program of 
study. There are basic elective groups which are made a- 
vailable to students at all community colleges in Massa¬ 
chusetts . 
Behavioral Sciences Electives include all psy¬ 
chology and sociology courses. 
Career Electives are courses normally in the 
student's major as approved by the respective 
department. 
Humanities Electives include the Fine, creative, 
and performing arts, literature, American Studies, 
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and Foreign languages. Philosphy courses may 
be considered either as social sciences or 
humanities electives. 
Liberal Arts Electives include all courses that 
meet humanities, behavioral sciences, mathema¬ 
tics, social sciences, and sciences elective re- 
quirements. 
Sciences Electives include those courses in the 
sciences and physics. 
Social Sciences Electives include history, 
government, and economics (Shively, 1986c, 
p . '41). 
When considering the degree offerings of community 
co1leges--Associate in Arts, Associate in Science, and 
Associate in Applied Sciences, students’ goals, namely 
their reasons for choosing a particular curriculum, should 
be considered. Another factor is the program of study’s 
qua 1ity--”its merits as evidenced by accrediting boards, 
the program review process, outside evaluators, and other 
appropriate indicators” (Bartley, 1985b, p. 48). A third 
factor is the degree program's centrality to the communi¬ 
ty college's mission, in other words, the degree to which 
the purpose and objectives of the program's curriculum 
are related to the college's mission. A fourth factor to 
consider when examining a degree program is to study its 
curriculum persistance rate which is "the percentage of 
full and part-time students who have not graduated, are 
are eligible to return , and who enroll in the same curri¬ 
culum in the subsequent semester" (Bartley, 1985b, p. 47). 
President David Bartley (1985b) of Holyoke Community 
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College indicated that community college curricula can be 
defined as follows: 
Growth Oriented Curricula reflect programs 
of study which have shown an overall rate 
of growth in applications and enrollments 
that exceeds the growth experienced by the 
college as a whole and a rate of related 
placement equal to or greater than the all 
college rate will be considered growth 
oriented curricula. 
. Declining Demand Curricula have programs 
- which show an overall decline of ten per¬ 
cent or more in both applications and en¬ 
rollments or a rate of related placement 
that is below the all college rate by ten 
percent of more in two of the past three 
years. 
. Stable Demand Curricula include programs 
which have exhibited both of the following 
characteristics over a four year period: 
Cl) a stable or fluctuating pattern of 
applications and total enrollments 
in which overall rate fluctuates are 
in a range of plus or minus nine per¬ 
cent from the all college rate and 
(2) a rate of related placement in two 
of the three years which fluctuates 
in a range of plus or minus nine per¬ 
cent from the all college rate 
[Bartley, 1983a, p. 29). 
When one studies community college curriculum, one 
should not overlook the course offerings. A career course 
is considered one for which the "main design feature is 
application toward an occupation at the degree level of 
the institution” (Bartley, 1982, p. A2). A developmental 
course, described as pre-co11 egiate in essence, enables 
the student to improve and strengthen her/his basic 
skills in reading, writing, and math. An honors course 
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is a class that has limited enrollment For exceptionally 
academic and intellectually capable students. Pre-colle- 
giate courses are those courses "required of students grad¬ 
uating From high school in the general or college board 
programs" (p. A4). Moreover, a transFer course is one which 
a student may apply toward a baccalaureate degree at a re¬ 
ceiving Four year institution whereas a terminal course 
is one pertaining to college level programs not designed 
For transFer to other institutions oF higher education 
(Bartley, 1982, p. A4]. The graduation rate oF community 
college students, namely the number oF graduates in a cur¬ 
riculum as measured against the total Freshmen enrollment 
two years earlier, reflects the students' goals which in- 
Fluenced their choice oF degree. On the other hand, the 
related placement rate oF these graduates represents the 
percentage oF them who transFer or Find employment in 
Fields related to their program concentration at the com¬ 
munity college. The quality oF placement is the "extent to 
which [community college] graduates obtain positions re¬ 
lated to their Field oF study or transFer to a senior in¬ 
stitution at a level consistent with the purpose and goals 
oF the curriculum" (Bartley, 1985b, p. 47]. 
Concern For the academic preparation oF students 
should not be limited by their day oF graduation. Compe¬ 
tencies For eFFective liFe long learnin£ should also be 
addressed. IF the student has 
not developed reading speed 
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and comprehension skills, analytical skills, memory train¬ 
ing skills, problem solving skills, decision making 
skills, synthesizing skills, human relation skills, compu¬ 
tational skills, and computer skills, "he or she has been 
doomed Forever to educational purgatory" (Parnell, 1985, 
p. 26) . 
The agency of the Commonwealth of Massachusetts which 
strives to prevent such a purgatory is the Board of Regents 
oF Higher Education which was created in 1980 by Chapter 
15A to oversee the state's 29 public colleges and univer¬ 
sities. The Board is composed of 15 members who serve For 
Five year terms plus one student member whose slot is ro¬ 
tated yearly. Members are appointed by the Governor (Blake, 
1986, p. 23). Moreover, the Board represents a central gov¬ 
erning body with strong budgetary and programmatic author¬ 
ity with individual boards of trustees clearly intended to 
have substantial responsibility For the management and ad¬ 
ministration of individual institutions. The Regents not 
only have governing authority over all public institutions 
but are also charged with overseeing the process of pri¬ 
vate sector charter and licensing review and approval 
(Duff, 1982). 
The Regents put Forth the mission of community col¬ 
leges which is a statement of philosophy that establishes 
the basic purpose For the community college’s existence. 
The community colleges, in turn, issue their own 
statements (TraicoFF, 1983a). In order to FulFill the in¬ 
stitutional mission, community colleges must address their 
^3l5 Which are general statements oF desired outcomes to 
be achieved. In turn, objectives. which are "speciFic meas¬ 
urable outcomes or milestones to be achieved in order to 
FulFill institutional goals” [TraicoFF, 1983a, p. 9) are 
addressed by community colleges. Next, community colleges 
must assess their resources—Financial, physical, and hu¬ 
man-in order to implement and FulFill their objectives 
and then enact implementation strategies which are speciF¬ 
ic actions needed to complete their institutional objec¬ 
tives (TraicoFF, 1983a). These strategies include budgetary 
requirements and a timeline (Van Winkle, 1985b). Planning 
is the key to the community colleges' FulFillment oF their 
goals and objectives. A long range planning period is one 
oF three years or more while a short range planning period 
consists oF two years during which time a proposed budget 
is completed with maximum Future data and commitment avail¬ 
able (Bartley, 1982). 
During the planning periods, planning assumptions are 
made. These assumptions are propositions "Describing Fu¬ 
ture conditions in the external environment, most oF which 
the college has little control over, but that will prob¬ 
ably aFFect the college in its eFForts to deliver pro¬ 
programs and services. The degree oF certainty will deter¬ 
mine the level oF precision that is allowed in planning 
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(Traicoff, 1383a, p. 9). On the other hand, institutional 
research is the collection, analysis, and presentation of 
data upon which community colleges make their decisions 
(Bartley, 1982). In regard to data collection, directors of 
data processing use the term roll over to describe the pro¬ 
cess by which information about students' course selections 
is transferred to students' transcripts shortly after the 
end of the semester in question (McCann, 1986). Another 
shop term used by these directors as well as by the Re¬ 
gents' Director of Data Quality is the phrase data on tape . 
Data on tape means that the Regents have the data stored 
on computer tapes, but these directors have not examined 
the tapes in terms of how clean they are in regard to the 
number of coding errors and missing data before they pro¬ 
duce printed copies of the data. In the past three years, 
only ten percent of the data received by the Regents from 
the entire Massachusetts public higher education system 
has been thoroughly processed due to poor resources and in¬ 
sufficient staff. Ronald Biron (1987), Regents' Director of 
Data Quality, indicated that his staff has decreased forty 
percent while the data coming from the community colleges 
to the Regents have increased. 
The Regents are especially concerned about the instruc- 
tional cosf. per student oF a particular curriculum expressed 
on a Full-time equivalent student basis as it impacts the 
higher education budget (Bartley, 1985b). Head count indi- 
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cates the actual number of students enrolled in credit 
courses at the community colleges (Shively, 1987b). When 
community colleges discuss total enrollment, they refer to 
the total number of freshmen, sophomore, and unclassified 
students who are enrolled in a curriculum on a part-time or 
full-time basis (Bar11ey , 1 985b) . President George Traicoff 
(1984a) explained that recent enrollment trends of commu¬ 
nity colleges demonstrate that the colleges need to enroll 
considerably larger head counts in order to sustain pro¬ 
jected FTEs--ful1-time equivalencies. What is happening is 
that community colleges are experiencing increasing numbers 
of part-time students which translate into reduced credit 
hours and then in reduced state funding. A student is con¬ 
sidered part-time if she/he is enrolled for fewer than 12 
semester hours during a semester (Bartley, 1982). The more 
FTEs a community college has, the greater allocations it 
may receive from the State Legislature. 
If a larger percentage of currently enrolled 
students take a larger number of credits, the 
College’s total credit hour total and FTE in¬ 
creases. This is a fact which can not be ig¬ 
nored. Developing strategies to augment cred¬ 
it hours where possible is simply another 
vital component to ensuring the maintenance 
and expansion of enrollments. 
Also, significant numbers of college employees 
are°enrolled in college credit courses offered 
in the evening. As part of e professlonal d 
velopment effort, opportunities should £ p 
vided to employees to take job related and pro 
fessiona1 development courses during the day 
Tie* will augment day credit hours (Traicoff, 
1984c, p• 19)• 
As the Regents' Fiscal Policy Analyst Trisch Kruza 
C 1987) explained, enrollment is based on conversion of 
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course load to credit hours. In Massachusetts, at the com¬ 
munity college level, to be a Full-time equivalency student 
means that a student needs to take at least three courses 
or nine credits. It should be noted that For a community 
college student to graduate in the expected amount oF time, 
namely two years, she/he needs to take FiFteen credits per 
semester. However, in terms oF receiving Federal aid For 
tuition, community college students need to take at least 
twelve credits per semester. A promised FTE is the certain 
level oF enrollment that a community college commits itselF 
to FulFill. An anticipated FTE is more oF an actual Figure 
based on pre-registration and registration Figures but not 
on the Figures aFter the drop-add period. Projected FTE 
occurred as a result oF a 1986 budget process revision. It 
implies a level oF commitment without Financial considera¬ 
tions incorporated in the budget Formula oF the same Fiscal 
year. No dollars are associated with enrollment as in pre¬ 
vious budget Formuli used prior to 1986. The projected—FTE 
Figures are calculated aFter drop-add occurs. 
According to Karen Sayles (1987), a Regents' Fiscal 
Policy Analyst, estimated FTE is a phrase synonymous with 
the term—proiected FTE. She explained that the term £ro- 
iected FTE supplanted the phrase promised FTE more than the 
phrase anticipated FTE. Also, the projected FTE calcula- 
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tions are used to define a more structured estimate of stu¬ 
dent enrollment, indicating the what, where, and why of 
each community college's level of enrollment. Furthermore, 
Say 1es confirmed that the enrollment credit conversion for 
FTE [Higher Education General Information Survey] status, 
once based on federal criteria and now adopted state wide, 
is as follows: FTE is fifteen credits for community col¬ 
lege students. However, to be a full-time student at com¬ 
munity colleges in regard to tuition costs and federal aid, 
a minimum of twelve credits is required. In order to grad¬ 
uate in the required amount of time, namely in two years, 
a community college student would need to take fifteen 
credits per semester for four semesters. In regard to en¬ 
rollment figures, Kruza (1987] indicated that state sup¬ 
ported students are those enrolled in the day division 
and those labeled non-state supported students are those 
enrolled in the Division of Continuing Education. At times, 
community colleges address the issue of institutional en¬ 
rollment planning. Their projection represents achievable 
targets based on calculated increases in student demand for 
programmatic offerings and implementation of a target mar¬ 
keting approach design to increase market shares of steady 
markets as well as to develop new markets (Traicoff, 
1986a). 
on 
When discussing the scope of enrollment and its impact 
community college budgets, a distinction is made between 
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traditional and non-traditiona1 enrollments. Traditional 
enrollment represents a class of students, the majority 
of whom are 18-20 years of age and the minority of whom 
are of other age groupings (Bartley, 1982). In contrast, 
non-traditiona1 enrollment are those students who are not 
a segment of the continuing flow of students from high 
school and who are from groups that have not been served 
traditionally by higher education such as handicapped, 
minority, and limited English speaking students of all 
ages. In the non-traditiona1 group, adult students are 
considered those students 21 years of age and older. 
Minority students are "those students generally Black, 
Hispanic American, American Indian, Asian American as 
well as others classified by the Civil Rights Act of 
1964 and Title IX of the Education Amendments of 1972" 
(Bartley, 1982, p. A3). Another category represents those 
students who are considered high risk students. These stu¬ 
dents are not academically prepared to enter into regular 
academic and career programs of study. These students 
need remedial and prerequisite skill building programs 
before assuming the course requirements of any college 
program of study (Scibelli, 1985a). New State Department 
of Education guidelines let community colleges include 
in the enrollment figures of disadvantaged students those 
students who receive PELL Grants (Cronin, 1986). Still 
traditional students are Disp1aced 
another group of non- 
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Homemakers . Greene ( 1987) stated that the Displaced Home¬ 
maker Network claims Massachusetts has 322,274 displaced 
homemakers. According to the Network, a displaced homemak¬ 
er is the following type of woman: 
[She is] a woman whose principal job has been 
homemaking and who has lost her main source of 
income because of divorce, separation, widow¬ 
hood, disability or long term unemployment 
of a spouse or because she lost her eligi¬ 
bility for public assistance. 
Displaced homemakers come from a wide range of 
age and ethnic backgrounds ... The common 
denominator in most [cases] is a lack of re¬ 
cent job history, training, or education. 
Nearly 75% of the displaced homemakers are 
aged 55 or older, and the older the displaced 
homemakers is, the more likely she is to be 
unemployed. The education level of the older 
displaced homemaker is also likely to be low¬ 
er ... Among the younger displaced homemakers, 
poverty and the presence of young children 
create particular problems. Almost 75% of the 
displaced homemakers aged 20 to 24 are liv¬ 
ing in poverty [with children]. Displaced 
homemakers who are Black or Hispanic are even 
more likely to have children in their care 
(Greene, 1987, p. 5). 
The Regents have established the Open Admissions 
Policy in order to facilitate the enrollment of both tra¬ 
ditional and non-tradit ional students at community col¬ 
leges in Massachusetts. This open admissions policy has no 
quota nor unique selective criteria (Bartley, 1982). It 
allows " ... students whose previous academic achievement 
would not have allowed them, years ago, to compete for en 
try into higher education ... and holds out the promise 
of fulfillment through the acquisition of a degree or cer- 
tiflcate which will credential them for higher level of 
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employment op transfer into a baccalaureate program" 
(Houlihan, 1983b, p. 1]. Understandably, attrition plays 
a factor in regard to enrollment so much so that support 
services, non-classroom activities, are designed to al¬ 
low the students to function well in the classroom as well 
as to reduce the rate of students "exclusive of graduates 
that fail to reenroll for the subsequent term--voluntar- 
ily or involuntarily” (Bartley, 1982, p. A2). In order to 
increase retention for that component of a class that does 
reenroll for the subsequent term, prescriptive advising 
is done by the community colleges. This process is one 
in which appropriate college personnel review students' 
entry tests and plan their semester course loads accord¬ 
ingly (Houlihan, 1986a]. For these students who are 
tested at basic levels in any or all of three skill areas 
of reading, writing, and computating, self-paced, com¬ 
petency based learning, a flexible learning process, is 
offered. 
The nature of competency based instruction 
requires that a student master one skill 
before she/he proceeds to the next. The 
interaction of the learning facilitator 
with the student as she/he masters each 
discrete skill and progresses to the next 
is critical [in] this format of instruc¬ 
tion ... competency based learning mate¬ 
rials, though costly, are designed speci¬ 
fically to require skill mastery in a 
sequence individually designed for each 
student ... It is expected that disad¬ 
vantaged students completing a sequence 
of competency based courses in reading, 
mathematics, and writing would demonstrate 
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competency at an acceptable academic level 
in an exit testing program” (Van Winkle, 
1985a, p. 90). 
In addition to degrees and certificate diplomas, com¬ 
munity colleges also offer various programs. Cross regis¬ 
tration is a process of course registration conducted be¬ 
tween two or more institutions of higher education (Bart- 
ley, 1982, p. A3). One form of cross registration is the 
2+2 Program. This program may apply to the cooperative 
transfer articulation between a high school and community 
college in which an integrated four year program is of¬ 
fered to a student whose last two years at high school 
are transferred directly to the first two years of a col¬ 
lege education at the community college level or between 
a community college and four year institution in which an 
integrated four year program is offered to a student whose 
community college two year course work is transferred to 
the four year public college or univeristy by means of the 
Massachusetts Transfer Compact (Traicoff, 1987). A 1+1+8 
Program "integrates vocational technical high school pro¬ 
grams with a second year of community college science and 
general education, transferring the whole program to a 
senior institutional baccalaureate offering” (Van Winkle, 
1984a, p. 3). An Inverted 2+2 Program is a means by which 
community colleges offer a student, who has learned junior 
and senior level knowledge and expertise due to her/his 
practical experience, the freshman and sophomore years 
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For a Bachelor in Science Degree in Technology (Van Win¬ 
kle , 1987) . 
Adult: and Continuing Education Programs are essen¬ 
tially non-credit and credit and are designed For adults 
and out oF school youths who want to learn in order to up¬ 
grade themselves; to acquire a new skill; or to retrain 
For new job skills. These "programs are For proFessional 
or career advancement, study oF governmental problems, 
expansion oF cultural knowledge and interest, and other 
course work that are not generally degree oriented" (Bart¬ 
ley, 1982, p. A2). Community Service Programs, another as¬ 
pect oF the divisions oF Continuing Education, provide 
seminars, work shops, and special courses to meet the de¬ 
mands and/or needs oF the community at large serviced by 
respective community colleges. Finally, Developmental 
Education Programs help people develop the proFiciencies 
to be liFe long learners. "[They] also help individuals 
remove the educational barriers that impede progress 
toward their goals. That barrier may be reading speed, 
writing skills, computational deFiciencies, memory train¬ 
ing, problem solving skills, or analytical skills. The 
emphasis ... is on diagnosis, prescription, and program 
placement" (Parnell, 1985, p. 98). 
The National Commission on Excellence (1983) believed 
that the goals oF equity and high quality schooling have 
proFound and practical meanings For our economy and soci- 
ety. It stressed that we can not permit one to yield to 
the other in principle or in practice. According to David 
Gardner (1983], to yield would deny students an opportuni¬ 
ty to learn and live according to their dreams and abili¬ 
ties. It also would result in a generalized accommodation 
to mediocrity in our society on the one hand or the estab¬ 
lishment of an undemocratic elitism on the other. 
In response to the issue of mediocrity, tracking pat¬ 
terns have sprung from the traditional division of arts 
into the liberal and fine arts and the practical arts even 
at the community college level. Although the American 
education system is derived from an elitist philosophy, 
the populist tradition bloomed early as more and more in¬ 
dividuals saw education as their pathway into the economic 
mainstream of American life (Parnell, 1985). Consequently, 
rigid boundaries were drawn between liberal and practical 
arts although one may assume that those boundaries create 
an unnecessary tension. 
The liberal and fine arts bring meaning to 
life in many ways and liberate the individ¬ 
ual by developing the creative and spiritual 
senses. The practical arts bring a focus 
to life that helps individuals move from 
dependence to independence; few experiences 
are more liberating than developing voca¬ 
tional competence. Clearly, the liberal, 
fine, and practical arts must move closer 
together (Parnell, 1985, p. 25). 
If for no other reason, the demands of the Techno- 
the transformation of track- logy Revolution will require 
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ing systems in curriculum to a comprehensive liberal cur¬ 
riculum which merges the liberal arts and practical arts. 
Significance of the Study 
President Theodore Roosevelt believed that if a 
democracy is to be considered great, it must be progres¬ 
sive. The National Commission on Excellence in Education 
(1983) advised that the future of our country is funda¬ 
mentally based on the education of our people. Further¬ 
more , Parnell (1985) contended that such progressiveness 
exists in education in terms of excellence and the desire 
to improve the quality of life with education. However, 
Cross (1985) observed that "in the literature and conver¬ 
sations of higher education, there is more concern about 
what the future will do to higher education than what 
higher education can do for the future. Ironically, much 
of the planning for higher ed's future is done by looking 
backward at the birth rate eighteen years ago rather than 
by looking forward to the needs of the nation" (p. 2). 
The reality which faces higher education today is 
that more and more young people emerge from high school 
ready neither for college nor for work (The National Com¬ 
mission on Excellence in Education, 1983). Moreover, al¬ 
most one half of Hispanic high school students in the 
country drop out before graduating from high school. This 
situation represents more than double the rate of black 
students and three times the rate of white students. 
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Forty percent of the Hispanic drop outs never complete 
the tenth grade (’’Flaws in Education ... ," Washington 
Po^t, 29 January 1985). Raspberry (1984) defined the vic¬ 
tims of socio-economic disparity as the unskilled, un¬ 
educated, unambitious, and economically crippled under¬ 
classes. He believed that we need aid the poor to under¬ 
stand how they can translate opportunity into improve¬ 
ment of their quality of life. 
The challenge is not identifying winners; it is 
making winners out of ordinary people. That is the over¬ 
whelming purpose of education. Yet, historically, in most 
of the periods emphasizing excellence, education has re¬ 
verted to selecting winners rather than creating them 
(Cross, 1984). Presently, the gap between the well edu¬ 
cated and the poorly educated is actually growing as op¬ 
portunities far adult learning increase (Cross, 1981). 
Cross contended that current research demonstrates that 
the more formal education individuals acquire, the more 
likely they are to be life long learners. 
Adults are, by and large, volunteer learners, 
and motivation is as important as skill de¬ 
velopment. An adult who can not or will not 
engage in continuous learning is likely to 
become one of our most serious social and 
economic problems in the twenty-first cen¬ 
tury. The new class of educationally disad¬ 
vantaged will consist of adults who have lost 
confidence in themselves as learners and 
who lack either the skills or the will to 
learn (Cross, 1985, p. 13). 
Parnell (1985) believed that American education tra 
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ditionally has favored Plato's ideas of classical educa¬ 
tion in comparison to the more practical concepts of 
Aristotle. 
In fact, an important body of leaders in this 
country today holds that anything called vo¬ 
cational education has no place in the school 
curriculum ... [and] that the term education 
refers only to the development of the intel¬ 
lectual proficiencies and knowledge dissemina¬ 
tion. Socrates followed this line of logic. 
This is the only education, which upon our 
view, deserves the name; that the only sort 
of training which aims at the acquisition 
of wealth or bodily strength, or mere clev¬ 
erness apart from intelligence or justice, 
is mean and illiberal, and is not worthy to 
be called education at all (Parnell, 1985, 
p. 57). 
Lynton (1984) stated that higher education seems to 
concentrate its attention on the acquisition of knowledge 
and no longer on the competence to use it. He contended 
that graduates from two year and four year institutions 
today should expect to have been prepared and provided 
with skills for life long learning on and off their jobs. 
Cross (1985) supported Lynton by indicating that "the 
greatest change would require a shift away from the cur¬ 
rent emphasis on the acquisition of information toward 
its utilization. Inert information has little or no ef¬ 
fect on development. It must be acted upon by the learn¬ 
er in order to make a difference" (p. 15). Today, educa¬ 
tors are challenged to make a more human and more per¬ 
sonalized enterprise of higher education in order to 
of student abilities, goals, socio¬ 
meet the diversity 
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economic status, and cultural backgrounds. 
The significance of education is not restricted to 
the higher order of talent. A complex society is depen¬ 
dent on the capacity of people at every level to read and 
write; to make difficult judgments; and to act in the 
light of extensive information. When there isn't a many 
leveled base of trained talent on which to build, modern 
social and economic developments are simply impossible. 
Furthermore, if the base were to disappear suddenly in any 
complex society, the whole intricate interlocking mecha¬ 
nisms would come to a halt (John Gardner, 1984). 
Although the "establishment of a public [education] 
system in the [U.S.] based upon the Platonic intellectual 
tradition has tended toward an elitist conception of its 
functions; has emphasized its selective characteristics; 
and has at least partially abrogated its responsibilities" 
(Parnell, 1985, p. 57), there does exist a segment of 
higher education which addresses the issue of access to 
opportunity with excellence. That segment is the community 
college. It is "likely to promote social mobility of its 
students to a greater degree than any other type of 
schooling" (Romano, 1980, p. 7) as well as provide stu¬ 
dents with expanded educational opportunities. "In fact, 
in their early working years, the two year graduate's 
earnings might be expected to rise more rapidly than 
those of the four year graduate because the former's edu- 
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cation is more likely to be a job specific and specialized 
than the latter's education. The broader objectives of the 
typical four year education, especially in the liberal 
arts, might be expected to pay off over a larger time 
period” (Romano, 1986, p. 11) in terms of higher paying 
professional occupations. 
Community colleges provide access for students to the 
fallowing: 
. First two years of a baccalaureate degree 
program 
. One or two year vocational and technical 
programs 
Immediate employment 
Upgrade present skills 
. Short term training or retraining 
. Unlimited remediation in writing, math, 
reading, ESL 
. Individual credit courses for personal 
enrichment 
. Recreation and leisure time activities 
(Richardson, 1985, p. 3). 
There is a need to create a better balance between 
education for independence and education for teamwork. 
Business executives indicate that college students are 
poorly prepared to cope with organizational and ter- 
personal relationships. Most of the education that em¬ 
ployees have felt compelled to provide themselves is 
heavily oriented toward developing skills in supervising 
people and in working in teams (Lynton, 1984). It is 
clear that more comprehensive skills must be developed 
for the work force facing the challenges of the Techno- 
(Goldhammer and Taylor, 1972; Toffler, logy Revolution 
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1980; and Naisbitt, 1984). More sophisticated manual as 
well as conceptual skills are in demand. ’’Tasks once re 
served for baccalaureate degree or advanced degree [hold¬ 
ers] will be assumed by those with Fewer years of educa¬ 
tional training [downskilling], and all workers will 
[have to continue] to learn through their careers in order 
to remain useful” (Parnell, 1985, p. 11). 
□ur society grows technically and scientifi¬ 
cally more sophisticated, yet continues to 
produce an increasing number of individuals 
who are uneducated, unskilled, and unable 
to cope with these technological changes ... 
We do estimate that some 23 million individ¬ 
uals can not read, write, or compute at a 
Functional level. We do know that there are 
still seven to eight million individuals 
unemployed and another three to Four mil¬ 
lion working part-time but looking for full¬ 
time work. We also know that the nature of 
work is shifting from blue collar labor to 
pink collar clerical to gray collar technical. 
We also know that a single innoculation of 
education for the young is no longer suf¬ 
ficient for a life time (Parnell, 1985, 
p. 21). 
Although community colleges have brought vocational 
and technical education into the halls of academia, they 
may have not provided a broad base systems approach. The 
career courses most often added to the colleges' curricu¬ 
la reflect an increasing specificity of emphasis. Un¬ 
fortunately, such specificity does not promote the de¬ 
velopment of a cluster of skills needed to become the 
worker or professional America needs one who 
understands the basic principles of technol¬ 
ogy in an information age saturated with 
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the use of technology 
. connects practice and theory in the work 
world 
. identifies problems and then analyzes, 
tests, and trouble shoots to Find solu¬ 
tions 
. integrates the interests of complementary 
work areas 
. works independently with a network of in¬ 
dividuals much of the time, under the 
general supervision of a high skilled 
Frequently more narrowly specialized 
professiona1 
. ,works willingly and well with his/her hands 
as well as with the brain 
. has mastered a basic skills package that 
includes a core of competence in math, 
science, computer science, and communi¬ 
cations 
. is liberally educated to Function com¬ 
petently as a citizen ... a consumer 
. has developed proficiencies to be a life 
long learner (Parnell, 1985, p. 14). 
Focusing on either an academic or a vocational- 
technical direction at the expense of a comprehensive li¬ 
beral education does not serve the students well. Offering 
a general education option For students who do not work 
well in either track does not, in Fact, prepare the stu¬ 
dents For the challenge of the Future. 
□ el imitations 
This study examined the role of comprehensive liberal 
education as a programmatic policy concern of the commu¬ 
nity college system in Massachusetts. In doing this re¬ 
search, the Liberal Arts and Sciences program was studied. 
The degree of specialization in liberal arts and its im¬ 
pact on students' total academic preparation were assess- 
the community college level in Massachusetts. 
ed only at 
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This study did not examine the highly decentralized educa¬ 
tional structure of American education. 
There are 1221 public and private two year com¬ 
munity, technical, and junior colleges; 1992 
public and private Four year colleges and uni¬ 
versities; and an estimated 6000 proprietary 
[private] technical schools. The private col¬ 
leges operate in a largely autonomous manner. 
The public two and Four year colleges operate 
under local board oF trustees or as a part oF 
a state university system or an independent 
state system operating one segment oF col¬ 
leges (Parnell, 1985, p. 44). 
Neither did this study scrutinize the Massachusetts 
public higher education system. It is governed by a Board 
oF Regents with strong budgetary and programmatic authority 
with individual boards oF trustees clearly intended to have 
substantial responsibility For the management and admini¬ 
stration oF individual institutions (OuFF, 1982). "The 
System consists oF Five universities (approximately 55,610 
students); nine colleges (about 29,148 students); and FiF- 
tsen community colleges (approximately 39,008). All levels 
represent about 123,766 Full-time day students (Blake, 
1986, p. 23). The study Focused on the public two year com¬ 
munity colleges. However, not all oF the FiFteen community 
colleges were included. 
Furthermore, this study did not explore the relation¬ 
ship between the Regents and the executive and legislative 
branches oF state government and local boards oF trustees. 
It did not examine the degree oF citizen and political sup¬ 
port vital to public higher education which this relation- 
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ship may develop For the Commonwealth. Ehrenreich and 
Stallard (1982) claimed that while political Forces con¬ 
tinue to debate and disagree, the pool oF the poor con¬ 
tinues to increase. Impoverished Americans are trapped in 
a cycle oF unemployment and loss oF selF-esteem and in¬ 
adequate educational opportunities. The majority oF the 
poor in America are women with children. The National 
Council For Economic Opportunity (1982) warns that iF 
Families were to increase at the same rate they did From 
1967-1978, the poverty population will be composed solely 
oF women and their children beFore the year 2000. 
Community colleges seem to be that segment oF higher 
education which will be called upon to train or retrain 
these women as well as the other poor and unemployed in 
order to enable them to enter and compete in the market¬ 
place . 
The politically conservative [consider that] ... 
major emphasis must be placed upon overall eco¬ 
nomic growth iF the poor are to be helped. A— 
long with an improved national economic pro¬ 
gram , local and state eFForts should be mount¬ 
ed to strengthen the capabilities oF individ¬ 
uals ... to meet their needs. [On the other 
hand], the politically liberal look at the 
statistics and call For a national Full employ¬ 
ment policy with jobs at the heart oF the anti¬ 
poverty strategy. All barriers to working 
should be removed, and some type oF Federally 
Funded job guarantee programs should be develop¬ 
ed. National, state, and local eFForts must be 
exerted (Parnell, 1985, p. 31). 
Moreover, the study did not assess the role oF the 
board oF trustees as that source which holds the presi- 
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dents of community colleges responsible For exercising the 
leadership role effectively. Neither did the study consid¬ 
er the trustees' holding accountable these presidents For 
implementing major policy issues of the Regents and trus¬ 
tees in regard to academic programs and admission stan¬ 
dards. "There is not much doubt that external constraints 
on college presidents have increased in recent years--more 
barbed wire around smaller corrales as one president put 
it" (Clark Kerr, 1963, p. 99). Kerr believed that strength¬ 
ening presidential leadership is one of the most urgent 
urgent concerns on the agenda of higher education. He chal¬ 
lenged all higher education constitutencies to restore the 
power of leadership to the presidents. "Colleges are [loos¬ 
ing] opportunity to determine their own destinies ... 
[since] ... there is a tendency today to manage colleges 
rather than to lead them" (p. 100). 
In addition, the study did not assess the board of 
trustees and presidents as they work in concert with re¬ 
presentative faculty groups and their established govern¬ 
ance structures in academic programs. Unfortunately, goal 
setting and goal development have never been driving forces 
in the educational enterprise. "Discussion of goals has be¬ 
come the intellectual sauna bath of educators. Individuals 
gain a rosy glow in discussing these high principles and 
purposes, but the impact soon xaars off as the bracing cold 
of real life returns. The result Is a lack of continuity, 
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coherence, and connectedness in much of the educational 
program” (Parnell, 1985, pp. 41-42). 
Furthermore, the study did not examine the collabora¬ 
tion between the Regents and the local board of trustees 
and between the Chancellor and the presidents of community 
colleges in establishing mechanisms For substantive com¬ 
munication among groups in order to assure access to edu¬ 
cational op portunities with excellence For all students oF 
the Commonwealth regardless oF socio-economic background 
and academic preparation. Richardson (1985) indicated that 
states need to place a very high priority on ensuring arti¬ 
culation among the diFFerent elements oF their post secon¬ 
dary systems. "In many states, the competition that has de¬ 
veloped because oF a declining student pool makes competi¬ 
tion rather than cooperation the guiding principle For re¬ 
lationships between community colleges and Four year col¬ 
leges and universities, all oF which are Funded out oF the 
State treasury. Enrollment driven Funding Formuli contrib¬ 
ute to the level oF competition and sometimes encourage in¬ 
stitutions to admit students they have no business attempt¬ 
ing to serve” (p. 6). 
Lastly, this study did not review the relationship 
between the community colleges and the high schools. Until 
very recently, community colleges in Massachusetts have 
side stepped the need to work closely with high schools 
and to state clearly their own preparation expectations 
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for high school students. Parnell (1985) proposed that if 
students are to succeed in a community college, they must 
have a clear sense of what it will take to perform well 
and earn a degree. "Yet , many young people hold only vague 
nations of what adequate preparation for a community col¬ 
lege experience means. In the great haste to separate them¬ 
selves from high schools, too many community colleges have 
weakened or nearly severed the high schoo1/community col¬ 
lege connection” (p. 28). 
CHAPTER 2 
REVIEW OF LITERATURE 
Educational Opportunity 
The higher education system of the United States af¬ 
fords entrance to almost all who apply. It consists of 
public and private sector collegiate institutions. Further¬ 
more , '"its openness, diversity, and scholarly achievement 
do [make it] the envy of the world. Unencumbered by suf¬ 
focating ideology, the vitality and integrity of the Ameri¬ 
can college and university are unmastered” [Bloom, 19S7, 
p. 2]. Such access to private and public higher education 
is crucial in a time when learning is considered no longer 
restricted to the earlier years of one's life. Learning is 
no longer just a matter of choice for those individuals who 
want to improve their quality of life. "Learning is neces¬ 
sary for productive and stable employment, coping with the 
responsibilities of citizenship, and for enjoying the full 
benefits of a quality life in America. With the ever chang¬ 
ing technological environment in which we live, new de¬ 
velopments in medicine, communication, research, and other 
fields, the need to learn and be knowledgeable is important 
to all of our welfares” [Peterson, 1984a, p. 17]. Each new 
generation of Americans has been expected to do better than 
its elders in regard to learning and to achieving. More and 
more children and adults from poor and working class fami¬ 
lies have completed high school by traditional and non-tra- 
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ditional means, have entered college, and have moved on to 
careers unthinkable by their parents (Bloom, 1987). In this 
academic year, more than 12.3 million students are expected 
to enroll in private and public two year and Four year col¬ 
leges, an achievement unmatched by any other country (Mc¬ 
Cormack , 1987) . 
Twenty years ago, the Carnegie Commission on Higher 
Education 11968) asserted that American colleges and uni¬ 
versities should maintain and strengthen academic quality 
if our intellectual resources are to prove equal to the 
challenge of contemporary society. Furthermore, it main¬ 
tained that institutions of higher education should create 
new channels of educational opportunity. These mandates of 
quality and equality remain the unfulfilled agenda for 
higher education. According to T.H. Bell (1986), former 
U.S. Secretary of Education, America has too many people 
whose abilities are never awakened. ’'This staggering waste 
and dissipation of our most precious resource means unem¬ 
ployment, unenlightened citizens, reduced productivity, 
and personal stagnation, leading to frustration, crime, 
and abuse of freedom” (Muriel Cohen, 1986f, p. 21). There 
are as many as fifty million households, Bell claimed, that 
have no one who has a college degree. Furthermore, this 
figure is increasingly yearly. 
Excellence in education mandates a learning atmosphere 
that offers opportunities for the mastery of basic skills 
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while giving students an equal opportunity to show their 
application of these skills in 1 aboratories, career in¬ 
ternships, and industrial shops (Janey, 1986). Moreover, 
it focuses on the individuality, personal benefits, and 
utility of education. Throughout the years, excellence 
in education understandably has been a challenge present¬ 
ed to students who have enrolled in institutions of 
higher education in order to pursue their own goals, fol¬ 
low their own aptitudes, and become productive, self-re¬ 
liant individuals who would appreciate and understand 
the concept of life long learning (Boyer, 1987). 
In the United States, earning a college degree has 
been considered beneficial and meaningful. Samuel Eliot 
Morrison (1935) reminded us that the first formal uni¬ 
versities were distinctly purposeful. There was a util¬ 
ity to learning, and students enrolled to prepare them¬ 
selves for what was considered reputable employment. The 
University of Salerno was a medical school and the uni¬ 
versities that followed in its wake--Bo 1ogna, Paris, 
Oxford, Cambridge--offered only four courses of study: 
law, medicine, theology, and the arts. The first three 
were explicitly vocational, and law was the most popular 
of all the medieval studies (Levine, 1978, p. 496). C.P. 
Snow (1951) in a short narrative history of Cambridge 
University also portrayed the practical characteristic 
Students studied a strict 
of the medieval university. 
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and rigid curriculum that was the Foundation For high 
standards. They went to classes held in cold and primi¬ 
tive university rooms where there was little light and no 
conveniences. Many oF the students lived in dire poverty 
in order to be able to attend the university and purchase 
writing and reading materials. All these sacriFices stu¬ 
dents made For the Fallowing reasons: "IF they could get 
their degree, jobs lay ahead. Jobs in royal administra¬ 
tion, the courts, the church; jobs teaching in the 
schools. The Fees were not light, and the teachers made a 
good living. The training was, in Fact, vocational, and 
jobs lay at the end" (Snow, 1951, p. 394]. 
The awareness oF the value and relevancy oF a col¬ 
lege education has not lessened today. For example, in 
1982, a nationwide study was conducted by Group Attitudes 
Corporation on behalF oF eleven higher education associa¬ 
tions. The study was to learn how Americans viewed insti¬ 
tutions oF higher education and what their needs, in¬ 
terests, and concerns were regarding education beyond 
high school (Peterson, 1983a]. Americans surveyed Felt 
that opportunities For higher education should be extend¬ 
ed and not restricted. 
. Better than 8 out oF 10 thought the op¬ 
portunity to attend college should be 
made available to all qualiFied students. 
A large majority oF Americans (72%] 
thought the overall quality oF higher 
education in the United States was 
good or excellent. 
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Nine out of ten Americans (90.2%) thought 
the things a person learned in college 
were important For later life (Peterson, 
1983a, p. 22). 
However, the survey also pointed out that Americans 
defined the importance and role of higher education in 
rather narrow terms. 
. Clear majorities of Americans agreed that a 
college educated person is more likely to 
be a community leader (71.5%) and more 
likely to be self-supporting (S8.7%) 
than would be an individual who never 
went to college. 
. A majority of Americans believed three im¬ 
portant reasons why people choose not to 
go to college were: 
(1) A college education was to ex¬ 
pensive (59.8%). 
(2) There were alternatives to col¬ 
lege such as the job training 
and technical schools (54.3%). 
(3) People didn't like school well 
enough to continue their edu¬ 
cation after high school (51.2%) 
(Peterson, 1983a, p. 22). 
There are also Americans who believe that higher 
education is producing a shoddy product. 
Most schools are too bust dispensing 
safe sex kits to devote much attention 
to mundane education. At 72% of our 
colleges, students can graduate with¬ 
out learning a thing about American 
history or literature. Fewer than half 
have a foreign language requirement 
and only a quarter mandate the study 
of European history. The results are 
appalling. An educational study com¬ 
mission, study Commission on Clobal 
Education, discloses 40% of college 
students can't find Japan on a world 
map ... Today's college students are 
nice but utterly incapable of seeing 
a thought through from beginning to 
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its conclusion. Their reasoning is so 
sloppy and shallow as to hardly merit 
the term. They mouth cliches oblivious 
to their likely consequences if actu- 
• • • Higher education was con¬ 
ceived as a means of instructing so¬ 
ciety's elite, particularly its future 
leaders. Now, it ponders to the lowest 
common denominator. Colleges have be¬ 
come a combination trade school and 
psychic playpen (Feder, 1987a, p. 29). 
American colleges and universities have not always 
been regarded so disparagingly. For more than three cen¬ 
turies, they were guided by a vision of coherence. The 
very first colleges trained clergy and civic leaders. 
They developed a sense of unity in a society whose found¬ 
ing fathers had their origins in many nations of Europe 
(Rudolph, 1962). The confidence of professors and their 
students in colonial higher education was "owed much to 
their membership in an established middle class, a com¬ 
mitment to European learning, and a Christian conception 
of character and culture" (Hacker, 1986, p. 5). Like 
their European counterparts, colonial college students 
followed a monolithic and rigid curriculum. They studied 
Greek and Hebrew, rhetoric, logic, history, nature of 
plants, and theology in ther first year. In their second 
year, students applied themselves to their studies of 
politics and ethnics, Aramaic, rhetoric, and theology. 
Their final year of college consisted of classes in 
arithmetic, Syriac, Greek, astronomy, theology, and 
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rhetoric (Cremin, 1970). Students did not question their 
curriculum. They endured their studies in order to 
achieve their ultimate goal, namely, entering after 
graduation one of the following professions: clergy, law. 
business, medicine, and civic leadership (Brubacher and 
Rudy, 1976). More colonial colleges after Harvard’s 
establishment, were founded--Wi11iam and Mary in 1693, 
Yale in 1701, and Princeton in 1747 (Cremin, 1970). These 
colleges were intent to educate their students ’’not 
merely in the classical sense of preparing gentlemen but 
for the practical demands of a changing world” (Boyer, 
1987, p. 61). 
After the American Revolution, the system of higher 
education began to reflect the democratic form of gov¬ 
ernment. The once monolithic and inflexible curriculum 
slowly began to transform. Nineteenth century higher 
education's curriculum had rooted in its very tenets the 
concept of individualism. Also, students from less pri¬ 
vileged families were enrolling in increasing numbers. 
’’The Enlightenment, the growth of scientific knowledge, 
the call of new vocations, plus geographical expansion 
... extended the undergraduate college beyond the pre¬ 
paration of privileged youth for elite professions 
(Boyer, 1987, p. 61). 
Nineteenth century college and university educators 
motivated by the American faith in tomorrow and in 
were 
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American desire to create a better world. They also did 
not obstruct the rise of a practical, hands on orienta¬ 
tion which they acknowledged some of their students 
sought. For example, Rensselaer Polytechnic Institute 
founded in 1824 in Troy, New York, became a "constant re¬ 
minder that the United States (also] needed railroad 
builders, bridge builders, builders of all kinds, and 
was prepared to create then even if the old institutions 
[of higher education] were not" (Rudolph, 1962, p. 229). 
Liberal arts, however, were not neglected. Students were 
able to specialize in more practical career endeavors 
only after having studied those courses that were the 
common foundation of all intellectual attainments at the 
Institute (Hofstadter and Smith, 1961). Even Yale Uni¬ 
versity understood America's need for more practical 
areas of study. However, Yale did not do so at the ex¬ 
pense of liberal education. In 1828, Yale faculty clear¬ 
ly stipulated that they did not endorse the concept of 
each student being allowed "to select those branches of 
study which are most to his taste, which are best adapt¬ 
ed to his peculiar talents, ano which are most nearly 
connected with his intended profession" (Hofstadter and 
Smith, 1961, p. 283). Instead, Yale faculty supported 
liberal education and declared that all Yale undergradu¬ 
ates should demonstrate mastery of liberal arts courses 
before specializing in professional studies. They be- 
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lieved that ’'the training of students’ minds First would 
then prepare them For their duties in society later” 
(Rudolph, 1962, p. 231). In 1846, Yale established the 
proFessorships oF agricultural chemistry and animal and 
vegetable physiology. 
The transFormation oF the medieval, monolithic, 
stiFling college curriculum to a more individualistic, 
practical curriculum was the most evident when the 
historic Land Grant Act oF 1862 was passed by Congress. 
This act ’’wedded higher education to the practical arts" 
(Boyer, 1987, p. 62). Ezra Cornell, Founder oF Cornell 
University in Ithaca, New York, exempliFied this trans- 
Formation. At the end oF the American Civil War, Cornell 
wanted to establish a university where any person would 
be able to Find instruction in any Field oF study (Vey- 
sey , 1965). In 1869, Harvard changed its curriculum From 
a classical one to an open one in which students had the 
Freedom to choose their own curriculum electives (Levine, 
1978). Thomas Babington MaCaulay, a nineteenth century 
English historian, advocated that no academic subject was 
intrinsically superior to another. The importance oF the 
subject depended on the utilitarian value assigned to it 
by society and the purpose which the value served 
(Hajnal, 1372). As the nineteenth century came to an end, 
business leaders had joined the ranKs oF education re¬ 
formers in opposing classical education. These business- 
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men and industrialists proposed that if a mastery of any 
body of knowledge was the really formative element of a 
liberal education, then why not have students study those 
bodies of knowledge that are commercially valuable. An¬ 
drew Carnegie, for example, considered undergraduate cur¬ 
riculum meaningless and irrelevant to the world of prac¬ 
ticality and profit. Carnegie contended the following: 
' While the college student has been 
learning a little about the barba¬ 
rous and petty squabbles of a far 
distant past, or trying to master 
languages which are dead, such 
knowledge as seems adapted for life 
upon another planet ... The future 
captain of industry is hotly en¬ 
gaged in the school of experience, 
obtaining the very knowledge re¬ 
quired for his future triumphs ... 
College education as it exists is 
fatal to success in that domain 
(Veysey, 1965, p. 13). 
Business and the way it was conducted in the United 
states gradually impacted the curricula of colleges 
and universities. The expansion of capital, largely 
through accumulation by large corporations headed by the 
captains of industries Carnegie fondly referred to in his 
discourse on the relevancy of classical education (Veysey, 
1965), had hastened the integration of workers into the 
wage labor system. The nineteenth century witnessed the 
decrease of self-employed professionals and entrepreneurs 
from about 40% to less than 10% of all economically active 
individuals, whereas the percentage of salaried managers 
and professionals had multipled tremendously. As a result, 
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the proportion oF wage earners to the labor Force had 
continued to steadily rise (Reich, 1972). Furthermore, 
the integration oF white collar labor into the dominant 
wage labor system also became prevalent (Marglin, 1974 
and Gorz , 1973). Even intellectual were gradually per¬ 
ceived as technicians in the United States (Baran, 1965) 
as the Fragmentation oF white collar skills continued 
similarly to what the blue collar workers Faced when the 
captains oF industry took away the control oF the pro¬ 
duction process From the highly skilled craFt workers 
and gave it to managers and Foremen. 
Even in well paid and high status jobs, 
the workers ' discretion and participa¬ 
tion was increasingly limited. Equally 
important, the creation oF a reserve 
army oF underemployed skilled white 
collar workers whose jobs by no means 
exhausted the limits oF their skills 
or abilities had increased the pool 
oF available labor Force. By reducing 
job security, this reserve army acted 
as a critical buttress to the power 
oF employers over their workers (Bowl¬ 
es , 1976 , p. 204) . 
The advent oF the twentieth century brought to the 
colleges and universities a curriculum Far more open than 
ever beFore to serving students From diverse immigrant 
backgrounds and to oFFering preparation For the ever grow¬ 
ing variety oF possible employment generated by the impact 
oF the Industrial Revolution and the growth oF capitalism. 
The old view oF the world as reFlected in the collegiate 
curriculum oF the past Found a Fundamental basis oF unity 
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and sameness on our nation's campuses. Class, race, re¬ 
ligion, natural origin or culture had no influence on the 
curriculum. Immigrants who attended college in the 1700s 
and 1800s had to put behind them the claims of the Old 
World in favor of the demands of a collegiate environment 
which promoted the homogenization of its student body. 
The openness, however, of the twentieth century college 
community rejected this conformity which was considered 
flawed and regressive. The college community was opened 
to all kinds of men, all kinds of life styles, and all 
ideologies. There was no enemy other than the man or wom¬ 
an who was not receptive to everything. The contemporary 
college curriculum was progressive and forward looking 
(Bloom, 1987). However, there were educators who were 
concerned about the absence of coherence in this new am¬ 
biance of openness. When A. Lawrence Lowell served as 
President of Harvard University in 1909, he endorsed the 
concept of distribution requirements as a compromise be¬ 
tween the rigidity of the old classical curriculum and 
the randomness of electives. Yet, Lowell’s compromise 
was less successful in practice then in theory. "There 
arose a sharp distinction between the utility of the 
major and the fripperies of the distribution require¬ 
ments; after all, it was the major that was most likely 
to lead to a career" (Boyer, 1987, p. 64). 
The twentieth century also brought with it two cur- 
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riculum revivals that intended to promote liberal arts 
education as a common curricular core. The First revival 
surfaced at a time when Americans were dealing with the 
destruction and savagery of World War I. Western idealism 
was devastated by the millions of lives lost. Educational 
leaders believed that through a revived liberal education, 
common problems would be defined and Americans would re¬ 
new their spirit. President Alexander Meiklejohn of 
Amherst College, for example, initiated in 1914 a survey 
course on social and economic institutions in which stu¬ 
dents explored "humanistic fields and gained an ’orienta¬ 
tion’ to the larger world" (Brubacher and Rudy, 1976, 
p. 272). Other higher education institutions like Colum¬ 
bia University, Dartmouth, and Reed College also offered 
liberal education programs (Boyer and Levine, 1981). At 
this time, the University of Chicago presented to the 
higher education community its Chicago Plan. This plan 
was considered controvers i a1 because it "embodied, in 
varying degrees, early college admission, great books, 
interdisciplinary courses, comprehensive examinations, 
and a fully required course of study" (Boyer, 1987, 
p. 65) . 
The second liberal education revival came after World 
War II. It was influenced by those educators and academics 
traumatized by the atrocities and irrationa1ity of the 
war. 
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Germany, the great center of scholarship, 
had spawned the barbarities of Nazism. 
□uchenwa1d and Auschwitz seemed to mock 
decades of lofty rhetoric about the 
enobling and civilizing power of edu¬ 
cation. and then there was the atomic 
bomb. Could this genie of science, once 
unleashed, be harassed to humane ends? 
(Boyer, 1987 , p. 65) . 
In 1939, Stanford University offered a one year 
Civilization course. In the 1940s, Denison Uni¬ 
versity established a core course about the problems of 
peace and post-war reconstruction. Wesleyen University in 
Connecticut scheduled a year long humanities seminar that 
focused on the meaning of liberal education, the nature 
of man and society, and man's perception of himself and 
his relationship to his universe. In 1945, Harvard Uni¬ 
versity issued a report , General Education in a Free 
Society. The report , becoming the national symbol of 
curriculum renewal, called for a model of liberal educa¬ 
tion that would have validity and relevancy. 
[The report] argued that in the cur¬ 
riculum, as in all aprts of college 
life, a balance between individual¬ 
ity and community must be struck ... 
On the one hand, a need for diversity 
than existed at present in the still 
largely bookish curriculum ... and 
on the other, a need for some prin¬ 
ciple of unity, since without it, the 
curriculum flies into pieces and even 
the studies of any one student are 
atomic or unbalanced or both (Har¬ 
vard Committee, 1945, p. 32). 
The 1950s and 1960s marked a period of American high¬ 
er education history characterized by a national partner¬ 
ship of the federal government, the private sector, and 
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colleges and universities. Because of this partnership, 
scientific enterprises were built; higher education in¬ 
stitutions were reoriented toward world affairs; and a 
tremendous increase of college students was accommodated 
without much strain on the collegiate system (Curwood, 
1987o). In the 1960s, colleges and universities, want¬ 
ing poor and minority students to do well, tried to make 
their curricula more relevant. "So rather than expose 
every student to a core of information, they allowed stu¬ 
dents to take anything that interested them ... cur¬ 
riculum became based on what interested [students and] 
not on what educators in general thought that all stu¬ 
dents should know. Knowledge then got dragged down to the 
least common denominator" ["IF You Can Read ... ", 1987, 
p. 71). In essence, the dropping of core liberal educa¬ 
tion discipline requirements resulted in a "chaotic caf¬ 
eteria that passes for a curriculum at most American” 
[Higgins, 1986, p. 1) colleges and universities. Curri¬ 
culum of undergraduate studies became driven by the pro¬ 
fessions and the changing occupational structure of 
American society instead of by the acknowledgement of the 
significance of such skills as reading, writing, criti¬ 
cizing, arguing, and analyzing. Undergraduate studies 
were not marked by any sense of unity or core. Narrow 
departmentalization of disciplines in method and content 
and increased specialization., in other words, did not en- 
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able shared goals to be defined For the students (Boyer 
1987). The higher education system no longer conserved 
its traditional liberal arts structure nor did it trans¬ 
mit useful high level skills to all of the undergraduate 
students, thereby developing their critical capacities 
about how society operated and what their place would be 
within it (Bowles, 1976). 
An important effort to restructure American higher 
education in view of the over expansion of college en¬ 
rollments was made by the Carnegie Commission on Higher 
Education, chaired by Clark Kerr. Between 1967 and 1973, 
this Commission published a series of reports that ex¬ 
amined the state of the college systems and its programs. 
The Commission's work underscored its belief that higher 
education had to be restructured in order to meet the 
needs and challenges of the stable and growing American 
economy. It was concerned about the increasing fragmenta¬ 
tion of educational pursuits as an "outgrowth of the con¬ 
flict between the traditional elite-training function of 
the univeristy and the greatly expanded number of stu¬ 
dents enrolled" (Bowles, 1976, p. 208). This expanded 
number of students included students who came from mid¬ 
dle and lower income families. Consequently, it endorsed 
a multitiered system dominated by Ivy League colleges 
and universities and great state universities followed 
by state and private colleges and then ending with com- 
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munity colleges (Karabel, 1972). In general, this multi¬ 
tiered model reflected the socio-economic status of the 
students' Families and the hierarchy of work relation¬ 
ships into which the students would enter after they 
graduated. The Commission (1973) was emphatic about the 
restructuring of higher education. 
Elite institutions of all types--col- 
' leges and universities--shou1d be 
protected and encouraged as a source 
of scholarship and leadership train¬ 
ing at the highest levels. They should 
not be homogenized in the name of 
egalitarianism. Such institutions, 
whether public or private, should 
be given special support for instruc¬ 
tion and research, and for the ablest 
of graduate students; they should be 
protected by policies on differentia¬ 
tion of function (Bowles, 1976, p. 208). 
The Commission also advocated that community col¬ 
leges should be the component of a multitiered collegiate 
system that would vocationa1ize higher education and 
take up the task of training middle level office and 
and technical workers . In 1972, their student enrollments 
were eight times greater than they were in 1947 and three 
times greater than the enrollments of 1962. Since 1947, 
public community colleges have dominated the two year 
college system three times as much as the private junior 
colleges. In 1972, for example, 95% of all student en¬ 
rollments at two year colleges were at public community 
colleges (U.S. Office of Education, 1974). Furthermore, 
the Commission (1973) advised the need on the part of 
higher education to monitor and curb the rate of growth 
of the total system as well as to restrict the size of a 
reserve army of white collar workers who were graduating 
from colleges in ever increasing numbers since the 1950s. 
The Commission supported the extension of alternatives 
tc four year college study. These alternatives would 
need the efforts of national, state, and local officials 
and e d u c a tors in order to develop educational policies 
and programs that would create "on the job training, 
propietary schools, apprenticeship programs, education 
in the military ... off campus extension work, and na¬ 
tional service opportunities” (Bowles, 197G, p. 208]. 
The recommendations of the Commission appeared to be the 
antithesis to America's commitment to equality of educa¬ 
tional opportunity and to the perpetuation of the demo¬ 
cratic process by means of a common educational experi¬ 
ence. Not all educators believed that the Commission's 
recommendations were divisive and exclusive. K. Patricia 
Cross (1971) affirmed that no single type of higher edu¬ 
cation institution could serve the needs of the increas¬ 
ingly diverse groups who sought higher education in con¬ 
temporary America. Cross did not believe that universi¬ 
ties were the only institutions who could best educate 
and serve all college students seeking to better them¬ 
selves. Cross defined quality education as one not intent 
to offer the same experiences to all students in a token 
72 
gesture toward equality but rather as one intent in maxi¬ 
mizing the abilities of the student and matching these 
talents to the educational resources of the higher educa¬ 
tion institution. She, Furthermore, asserted that insti¬ 
tutions oF higher education could diFFer From each other 
without necessarily loosing their excellence. 
The value oF educational opportunity is just as cru¬ 
cial today as it was decades ago. John Weicher (American 
Enterprise Institute) and Susan Wachter (University oF 
Pennsylvania) examined the Federal Reserve Board surveys 
made between 1977 and 1983 and concluded that the in¬ 
equality oF wealth among Americans increased due to the 
changes in the relationships between education and wealth 
and between age and wealth. "The elderly and the well 
educated have gained; the middle aged and the uneducated 
have lost" ("The Rich getting Richer," 1986, p. 7). Pres¬ 
ident John T. Casteen III, University oF Connecticut, 
indicated that the gap between the haves and have nots 
in the classroom reFlects the Fact that "white, middle 
class, suburban youngsters increasingly enjoy the bene- 
Fits oF college education while inner city blacks and 
Hispanics are dropping out oF high school" (Wen, 1987, 
p. 20). 
The greatest rise in higher education student en- 
ro1lments occurred these past several decades and has 
been achieved by bringing ne. groups of students into the 
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collegiate system, students who represented a broad socio¬ 
economic spectrum and an increase in women (grant and 
Eider , 198 1]. 
In the past dozen years, the typical 
college student has changed almost 
beyond recognition. Today she's/he's 
over 35, works Full-time, and studies 
part-time. In Fact, only 2 million 
oF the nation's 12 million students 
live in campus residence halls. Be¬ 
tween 1974 and 1984, the number oF 
college students increased 18%--but 
only one in Five was in the 'tradi¬ 
tional' 18 to 24 age group, and the 
number oF part-time college students 
increased 33°/=’T ("Typical College Stu¬ 
dent ," 1987 , p. 4] . 
There also remains a pool oF ever newer students, 
that is, persons who have not considered themselves as 
college material. "These include a certain number oF 
people at the lower end oF the socio-economic scale, 
largely in inner city areas; individuals whose career 
aspirations Fall in traditional blue collar Fields; and 
a residue oF ... 'retrospective entrants’, older members 
oF groups whose assimilation into the higher education 
market is now substantially complete” (DuFF, 1983, 
p. 33). Non-traditiona1 students are concerned with 
convenience and cost and have been interested in occupa¬ 
tionally and technically Focused programs oF study. 
ThereFore, they appear to be the more appropriate con¬ 
stituencies oF community colleges. Some non-traditiona1 
students attend Four year public colleges and universi- 
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ties although these senior institutions are less con¬ 
veniently located and have Fewer attractive practical 
programs in the occupational-technical areas of study. 
In short, students, traditional and non — traditional, have 
reacted to the continual sscalating private college tui¬ 
tion costs by enrolling in state colleges and universi¬ 
ties, making them today "the centerpiece of the L). S. pub¬ 
lic higher education system .... The state colleges and 
universities have a pivotal, continuing role as primari¬ 
ly teaching [institutions] and an emerging mission as 
centers For basic and applied research and community ser¬ 
vice" (Muriel Cohen, 198GF, p. 21]. For example, since 
1980, community colleges have increased by 100% and com¬ 
prise 40% oF all students enrolled in college For credit. 
"OF the overall college student population, 10.7% is re¬ 
presented by black enrollment. OF this 10.7%, 50% oF the 
black students are in attendance at the community col¬ 
lege level" (WolFman, 1983b, p. 26]. 
Ironically, however, the community colleges appear 
to have provided college opportunities For underprepared 
students From poor and lower middle class Families, and 
at the same time,they have increased socio-economic diF- 
Ferentials in college completion (Folger, 1970]. Although 
community colleges, like those oF Massachusetts, stress 
their value in terms oF providing students with access to 
transFer and thereby to the earning oF a Bachelor's de- 
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gree, in realty, they have less than one-third of their 
student body who actually do successfully transfer (Bowl¬ 
es, 1976). The reason for such a low transfer completion 
^ ^ts lies in the fact that providing access to higher 
education even by means of open admissions without viable 
support mechanisms results in high student attrition and 
poor student attrition is their unsatisfactory academic 
progress. Community colleges have addressed the extreme 
diveristy of the preparation levels of their students by 
providing intensive systematized remedial and developmen¬ 
tal instruction in skill building programs in the areas 
of reading comprehension, English usage and composition, 
and mathematics (Scibelli, 1985c; Van Winkle, 1983c; and 
Shively, 1983b). However, community colleges have been 
unable to prevent minority students from isolating them¬ 
selves academically from the total student body. Com¬ 
munity colleges acknowledge that students of color are 
less likely to complete course requirements because they 
are unable to find encouragement and emotional support. 
In fact, although many students of color who graduate 
from high school or who have earned a high school equi¬ 
valency diploma enroll in community colleges, they, name 
ly "black and Hispanic students, simply do not transfer 
to senior colleges and universities in the same percent¬ 
ages as do white students. While about 25% of community 
college students are minorities--and the percentage is 
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significantly higher at urban community colleges-minor- 
itiea constitute bareiy 10% of the Four year population" 
(Donovan, 1987, p. i ) . 
Despite the access to educational opportunity af¬ 
forded by community colleges for traditional and non-tra- 
ditional students, who may be prepared or underprepared, 
community colleges must pay more attention to enabling 
their students to handle college level work. Higher edu¬ 
cation educators, especially community college educators, 
have to publically and officially acknowledge the "unde¬ 
niable fact that students who enter [higher education] 
are uncivilized and that [colleges and] universities have 
some responsibility for civilizing them ... It is becom¬ 
ing all too evident that liberal education--which is what 
the small band of prestigious institutions are supposed 
to provide in contrast to big state schools which are 
thought simply to prepare specialists to meet the practi¬ 
cal demands of a complex society—has no content, that a 
certain kind of fraud is being perpetrated" (Bloom, 1987, 
p. 341). 
Community colleges offer no distinctive vision of 
what educated human beings are. In their efforts to make 
college available to everyone, they have concentrated 
their efforts on providing progress that they think will 
sell instead of programs which will enable students to 
grow and learn about themselves in a collegiate environ- 
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ment characterized by discovery and challenge (Boyer, 
1987). Community colleges do not seem to perceive them¬ 
selves as the "space between the intellectual wasteland 
[their students have] left behind and the inevitable 
dreary professional training that awaits” (Bloom, 1987, 
p. 33G) them after the associate and baccalaureate de¬ 
grees. Instead of promoting liberal education as a core 
which would interconnect all disciplines and curricula, 
community colleges have increasingly developed prescribed 
occupatiana 1-1echnica1 curricula which will immediately 
lead many of their students to prospective careers as 
technicians, service providers, and lower level managers. 
In response to this nation's desire to create edu¬ 
cational opportunity for all citizens, the community 
colleges are the component of the entire higher educa¬ 
tion system which is called upon to do too much at the 
expense of college standards. They are asked, for exam¬ 
ple, to pay due regard to the demands of both local and 
national acculturation. They are expected to teach gen¬ 
eral education courses in English, math, science, and 
history at the same time offering courses in culinary 
arts, nuclear medicine, electronics, computer science, 
office education, and other occupational subjects. Com¬ 
munity colleges are given the task of teaching informa¬ 
tion that is sometimes too rudimentary and often times 
technically specialized (Hirsch, 1987). Furthermore, 
too 
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they are to be responsive to the educational and employ¬ 
ment needs of their local businesses and industries. In 
some instances, community colleges are asked to be so¬ 
cial service agencies acting as an extension of a state’s 
human services division. 
In their quest to promote and maintain educational 
opportunity, community colleges have not addressed com¬ 
prehensively the tension which exists between today's 
career oriented community college students and the lib¬ 
eral arts. "This tension is not new. It has existed since 
the college population was democratized to include Far 
more sons and daughters of working class and lower mid¬ 
dle class families [who] have no assured Future" ("Chal¬ 
lenge For the Colleges," 1986, p. 18). Community colleges 
assert that they are committed to the development of stu¬ 
dents who will not only possess technical competence but 
who will also appreciate liberal arts and have an under¬ 
standing of the interaction of the various elements of 
the environment. In reality, community colleges seem to 
Facilitate the development of students who are seeking 
preparation For entry level technical positions and/or 
job retraining (Peterson, 1984a and WolFman, 1983b). 
Community colleges' tunnel vision has prevented them 
From enabling their students to "learn that there is a 
great wall beyond the little one [they know]; to experi¬ 
ence the exhilaration of it; and to digest enough of it 
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to sustain [themselves] in the intellectual deserts 
[they are] destined to traverse” (Bloom, 1987, p. 336). 
Community colleges must create an environment rich with 
intellectual pursuits and challenges in order to assure 
that the educational opportunities they offer are also 
valid and meaningful for their students' intellectual and 
social growth. 
Student Preparation 
The United States has experienced the virtual de¬ 
mise of the self-employed worker as well as the integra¬ 
tion of white collar labor into fragmented and hierar¬ 
chical work roles. The expansion of corporate America has 
generated a rapid rise of new kinds of workers known as 
skilled sub-professiona1 white collar workers such as 
"technicians, lower level supervisory personnel, secre¬ 
taries, non-retail sales workers, dental assistants, 
draftsmen, and paraprofessiona1 personnel in medicine and 
education" (Bowles, 1976, p. 205). These new positions, 
in turn, have placed demands on the school and higher 
education systems for the preparation and training of em¬ 
ployees. Community colleges especially have risen to the 
occasion. Their associations with business and industry, 
specifically in the area of high technology, have result¬ 
ed in a series of joint endeavors to make the American 
work force more responsive to the changes in the economy. 
In doing so, community colleges have been able to re- 
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spond to the "needs of welfare families, prison inmates, 
women seeking a career, and the rising numbers of immi¬ 
grants" (Shively, 1983b, p. 1) in regard to occupational- 
technical career preparation. In response to marketplace 
demands, community colleges are offering "narrow techni¬ 
cal training and providing credentia1ing for occupations 
devoid of rich intellectual content" (Boyer, 1987, 
p. 109). They seem to disregard the fact that some of 
these occupational-technical fields of study may not 
have a legitimate intellectual content of their own nor 
have the capacity to enlarge and not diminish the vision 
of the community college students. 
The push toward occupationa1-technica1 education 
has come to dominate many community college campuses. 
New vocational majors have been added and old ones have 
been split into career options. 
The shift toward business and away from 
liberal arts has been described as the 
new vocationa1ism in higher education 
and based on the preferences of today's 
students, it seems likely that in the 
short term this pattern will persist. 
In 1970, when entering freshmen were 
asked about their preferred majors, the 
largest percentage chose arts and hu¬ 
manities. In 1985, the percentage choos¬ 
ing this field had declined by more than 
half. During the same period, physical 
science showed a similar decline. In 
contrast, the percentage of freshmen 
who identified business as their in¬ 
tended major increased from 16 to 27 
percent. Today, business is the most 
popular field of undergraduate study 
(Boyer, 1987, pp . 103-104). 
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Employers are largely responsible for the narrow tech¬ 
nical curricula of institutions of higher education in gen¬ 
eral and of community colleges in particular. 
Industry has its own problems' with the la¬ 
bor supply. Twenty-five years ago, plant 
engineers in the United states listed as 
their primary problem the inability to 
hire trained qualified skilled trades 
workers; today, they still list this as 
their number one problem. The situation 
is further compounded by both the fact that 
the great amount of skilled labor that was 
trained during or right after World War II 
will soon come of retirement age, and the 
dichotomy of the technological boom—new, 
money saving equipment is available, but 
the skilled workers to run it often are not. 
In 1950, 17% of all jobs involved informa¬ 
tion processing; today 54% of all jobs re¬ 
quire information processing and the equip¬ 
ment used to do that processing is more 
varied and complex every year (Scibelli, 
19Q3a , p. 45) . 
The American marketplace is becoming increasingly de¬ 
pendent upon technology. Employees will need to continue 
learning in their fields in order to survive and prosper 
in this ever changing marketplace. Some will have to learn 
new skills, gain additional knowledge, and enter new ca¬ 
reers once they have been displaced because their jobs have 
been become outdated or have been phased out (Shared Vision 
Task Force, 1987). 
Students, also aware of the condition of the market¬ 
place, are passing liberal arts for a more narrowly spe¬ 
cialized career related program of study. They worry about 
getting jobs. Their anxiety is a byproduct of "a society 
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in which the call For individual gratification looms Forth 
on every side while the claims of community are weak. No 
less influential are the claims of job training, even at 
the cost of education For citizenship” (Boyer, 1987, 
p. 03). Their emphasis on vocationa1ism with its emphasis 
on job skills training have placed the goals of careerism. 
and the goals of liberal arts education at odds with each 
other, especially at the campuses of community colleges. 
The Future of the public community col¬ 
lege looks brighter than that of most 
educational institutions ... For good 
or bad, there has been an overall shift 
to public education; there has also been 
an overall shift toward career oriented 
education. The number of associate de¬ 
grees awarded per year increased nation¬ 
ally From 253,635 in 1970-1971 to 405, 
378 in 1979-1900, an increase of 62.5%. 
At the same time, there was a marked 
shift away From Arts and Sciences or 
general programs to occupation programs. 
For example, in 1970-1971, 57.4% of asso¬ 
ciate degrees awarded were in Liberal 
Arts and Sciences; by 1979-1980, this cat¬ 
egory accounted For only 37.5% (Scibelli, 
1983a, p. 46). 
The continued vocationa1ization of community college 
curriculum has likened the "community college to a well 
designed kitchen utensil and the university a beautiful 
Ming vase” (Clevenger, 1987, p. 2). Occupational degree 
programs dominate community colleges since the connection 
between the needs of business and industry and the curri¬ 
cula of community colleges is Fostered by business repre¬ 
sentation on advisory boards. The private sector looks to 
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ward public higher education For specific job training 
of Future workers . Business and industry may either "set 
up their own training Facilities, hire their own instruc¬ 
tors, and design their own curriculum or turn to the com¬ 
munity colleges to do this job For them" (Scibelli, 
1983a, p. 47) . 
Community college presidents are more than willing 
to help out. When "corporate managers announce a need For 
skilled workers ... college administrators trip over each 
other in their haste to develop a new technical curricu¬ 
lum" (Arthur Cohen, 1971, p. G). To do otherwise would 
run the risk that the private sector would give up on 
public education and eliminate access to job opportuni¬ 
ties For community college graduates (Scibelli, 1983a). 
Consequently, community college students are allowed "lit¬ 
tle discretion in selecting courses or pursuing a liberal 
education. Systems of discipline and student management 
resemble those of secondary education more than those of 
the elite universities; some have called community col¬ 
leges high schools with ash trays" (Bowles, 1976, p. 212). 
Massachusetts community colleges are examples of how 
student preparation is greatly influenced by occupational 
technical careerism. Although the mission and goals of the 
community colleges in Massachusetts allude to the inclu¬ 
sion of Liberal Arts and sciences in their curriculum, the 
goals of the Regents and the Commonwealth influence the 
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extent and degree the Commonwealth does, in fact, endorse 
and support budgetarily the actualization of the Liberal 
Arts and Sciences curriculum. One would assume that, in 
turn, the Commonwealth is guided by what it knows to be 
the desires of its citizenry in regard to the quality of 
public higher education. 
The Commonwealth of Massachusetts, for example, ac¬ 
knowledges business and industry as a viable constituency 
and responds to some of its needs by means of public 
higher education system's college programming. The Re¬ 
gents encourage community colleges by means of the bud¬ 
get process to react to their definition of the corpo¬ 
rate sector as a Commonwealth constituency. The Regents 
set the community college budgets and determine the bud¬ 
get lines which each community college may have which, in 
turn, impact such factors as the number of employees 
community colleges may hire and the number and type of 
programs they may offer. The Regents, along with the Leg¬ 
islature, Executive Office, and Administration and Fi¬ 
nance, all have a say about the future of all public 
higher education institutions (Van Winkle, 1987). The 
justification of enabling the private entrepreneuria 1 
sector to shape and direct public college curriculum is 
as follows: 
The Commonwealth’s past lights the way to 
the future, for our greatest traditions are 
democracy and innovation. We can sustain 
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our new economy and extend its benefits 
to all our people only if the higher 
education system serves as a gateway to 
opportunity ... The remarkable strength 
of the Massachusetts economy today is 
Founded on the production, distribution, 
and application of knowledge; on elec¬ 
tronics and biotechnology; on knowledge 
intensive services such as finance, 
health care, and education itself; and 
on the revitalization of mature indus¬ 
tries through new technologies. But 
while we change the way we live and the 
way we make our livings, the reason for 
our success remains the same. Today, as 
in the past, the Commonwealth's greatest 
resource is the minds of its people 
(Jenifer, 1986a, p. 1). 
While the greatest asset may be acknowledged by the 
Regents and the Commonwealth to be the minds of its peo¬ 
ple, the use of segments of the public higher education 
system to meet the employment needs of business and in¬ 
dustry at the expense of academic autonomy and freedom is 
not laudable. To cloak the manpower requirements of the 
private sector by publically stating that the Common¬ 
wealth is enabling people to receive the training for oc¬ 
cupational-technical careers at the college level is, in 
essence, changing dramatically the academic and collegiate 
atmosphere of public higher education, especially the cur¬ 
ricular environment of community colleges. 
Community colleges' understanding of occupational 
trends has a direct bearing on their career program plan¬ 
ning. Their emphasis on technical, health services, and 
business career programs matches the projected growth 
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trends for occupation in Massachusetts (WolFman, 1983b]. 
’’For the business and industrial community, the availabil¬ 
ity of internships and cooperative education students pro¬ 
vides skilled manpower and an opportunity to screen po¬ 
tential workers’’ (Traicoff, 1983d, p. 13]. Furthermore , 
by means of cooperative education, employers are able to 
suggest curriculum changes that will result in better pre¬ 
pared community college graduates. Also, the community 
colleges receive current information on local employment 
trends and career opportunities as well as on their stu¬ 
dents' preparedness (Bartley, 1985b]. 
Community college degree programs are ever increas¬ 
ingly responding to those sectors of the Massachusetts 
economy expected to continue to provide substantial em¬ 
ployment and career potential for graduates in keeping 
with the Board of Regents mandate to develop collabora¬ 
tive arrangements with governmental agencies, businesses, 
and industries (Van Winkle, 1984b]. Associate in Science 
and Associate in Applied Sciences and certificate pro¬ 
grams in areas such as business, computer operations, 
health care, hospitality, electronics, automotive technol¬ 
ogy, drafting, etc., will remain central to community col¬ 
lege offerings at the expense of Liberal Arts and Sciences 
(Shively, 1985b]. In other words, community colleges offer 
courses of study that impact directly on the production 
capability of the industry such as ’’computer programming, 
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digital electronics, circuit analysis, and microelectron¬ 
ics technology” (Van Winkle, 1983a, p. 14). They also of¬ 
fer programs that support the general organizational needs 
of business and industry: "word processing and electronic 
office management, accounting, technical and report writ¬ 
ing, business management, oral communication, mathematics 
and law” (p . 14). 
Community colleges have been encoraged by the Gover¬ 
nor and the Regents to become extension of state agencies 
that focus on the needs of unemployed workers. For exam¬ 
ple, "Bunker Hill Community College has established a 
Worker's Assistance Center in conjunction with the Gov¬ 
ernor's Office. This Center has been of assistance to dis¬ 
located workers from firms no longer in operation. Train¬ 
ing and job preparation provided by the center is an ex¬ 
tension our our business and industry commitment as we 
prepare experienced workers for reentry into firms in 
metropolitan Boston” (Shively, 1985e, p. 59). 
In compliance with the Regents and Governor's en¬ 
dorsement, community colleges must continually assess the 
manpower needs of expanding and emerging high tech indus¬ 
tries in the Commonwealth as well as design, modify, and/ 
or expand curriculum where necessary to provide adequate 
training jobs in the high growth industries (Traicoff, 
1983a). Community colleges, in meeting the needs of in¬ 
dustry and business in the Commonwealth, are expected to 
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respond quickly to solve short term but intense demands 
by developing Flexibility in scheduling, course offerings, 
and staffing (Scibelli, 1983a). 
Courses are phased out and new courses are 
added if course assessment suggests the cur¬ 
rent offering is becoming outdated or that 
a more contemporary course is needed. Re¬ 
leased resources are never left idle but 
are redirected. This ’exchange' principle 
can provide only a fraction of the re¬ 
sources needed of study required by this 
rapidly expanding industry which necessitate 
specialized instructors and costly equip¬ 
ment, the ’exchange’ principle alone will 
be inadequate. Only though supplementary 
funding can needs be met. The objective 
of 'keeping up' fails on occasion; not 
because of a lack of recognition or per¬ 
sonnel inflexibility but because of the 
lack of sufficient funding (Van Winkle, 
1983a, p. 15 ) . 
Since the educational and employment needs of the 
business community will continue to be diverse and many, 
the development of new degree and Continuing Education 
programs will be a priority for community colleges (Peter¬ 
son, 1984a). Community colleges have responded by offering 
their delivery of services on campus and off campus. Most 
community colleges have learning centers, learning labs, 
or centers for individualized instruction which enable 
employees of nearby industries to receive self-paced, in¬ 
dividualized instruction of college courses at anytime 
during the day and evening sessions including weekends and 
summer sessions. ’’The media and mode by which students 
learn differ, depending on what students wish to learn 
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and how they learn best. Such media may include books, 
slides, Films, audio tapes, and video tapes. Regardless, 
of the media, students are always active participants in 
the learning process solving problems, answering ques¬ 
tions, and developing skills. In order to ensure that ef¬ 
fective learning is taking place, progress is evaluated” 
[Shively, 1986c, p. 139). Some community colleges have 
developed a wide variety of college courses by mail and 
by telecourses in order to serve students who have dif¬ 
ficulty attending classes on their campuses. Other commu¬ 
nity colleges such as Bunker Hill, for example, offer an 
Alternative Learning Accreditation Program. This program 
offers a process for evaluating and awarding academic 
credit for learning an individual acquired outside of the 
traditional college environment. "In order to receive 
ALAP credit, the student must provide evidence that the 
quality and quantity of prior learning is equivalent to 
college level laarning . Each student receives assistance 
from a program advisor in order to document requests for 
credits. Completed portfolios are reviewed by specialists 
in each topic. The credits may fulfill degree requirements 
or be used as electives" [Shively, 1986c, p. 136). At Bun¬ 
ker Hill, a student may earn up to 45 credits through ALAP 
toward an associate degree. Furthermore, community col¬ 
leges accept credit toward associate degrees earned by 
persons passing College Level Examination Program [CLEP) 
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tests and American College Testing Program Proficiency 
Examination Program (ACT-PEP) Tests-both nationally 
known testing programs. These exams cover the equivalent 
of the First year of college liberal arts program. 
□ue to a growing trend to establish satellite ex¬ 
change locations For courses requiring specialized techni¬ 
cal equipment, oFF campus opportunities have been also 
Flexible and responsive to the business community (Van 
Winkle, 1983a). Many community colleges oFFer their stu¬ 
dents Cooperative Education programs which combine class¬ 
room study with practical work experience. Students may 
earn money and some experience during their Field place¬ 
ment. However, their salaries are not always competitive, 
and thereFore , they represent a minimally compensated la¬ 
bor Force For business and industry. Community colleges 
also provide on site customized short term training 
courses For the employees oF Firms in their service area 
(TraicoFF, 1986a). Moreover, people enrolled in community 
based training programs sponsored by business, industry, 
human service agencies, and other governmental departments 
may receive academic credit at community colleges such as 
Bunker Hill (Shively, 1986c) and have this credit be ap¬ 
plied to the colleges’ associate degree programs. Not only 
does the Commonwealth’s community college system provide 
ample and Flexible means oF training employees For the im¬ 
mediate demands oF the marketplace under the guise oF being 
v . 
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concerned about educating life long learners, it also phy¬ 
sically is responsive to the marketplace. The eight commu¬ 
nity colleges studied, for example, are geographically lo¬ 
cated on or near major highways heavily populated by busi¬ 
ness and industry in Massachusetts: Bunker Hill [Routes 
93, 95, and 1); Holyoke [Routes 202, 5, 91, and 90); Mid¬ 
dlesex (Routes 4-225, 495, 95, and 3); Mass Bay (Routes 9 
and 95); North Shore (Routes 1A, 62, 95, and 22); Quinsi- 
gamond (Routes 290, 122, 395, and 495); Roxbury (Routes 9, 
93, and 95); and Springfield Technical (Routes 291, 90, 91, 
57, and 20). 
The goals of the Regents in regard to public higher 
education in Massachusetts are impacted by the Governor 
and the Legislature moreso than by what academicians and 
educators beleive the goals should be. In short, the pub¬ 
lic higher education system in Massachusetts is directed 
and shaped by the political forces of the Commonwealth. 
Moreover, Chancellor Franklyn Jenifer confirmed that 
"politics are part of the process for educational systems 
maintained by the taxpayers" (Phillips, 1986e, p. 2). 
However, the issue in Massachusetts is that the most in¬ 
fluential taxpayer is the private sector, namely business 
and industry and not the citizenry at large. 
Two national reports ... cite the negative 
impact of political influence on public 
campuses, including those in Massachusetts. 
One report by former U.S. Education Secre¬ 
tary , T.H. Bell, finds an overall shortage 
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of leadership in higher education. The 
second report by Frank Newman, head of 
the Education Commission of the States, 
Finds a close correlation between ex¬ 
cellence on campus and the quality of 
the trustees. 
Observers inside and outside the Massa¬ 
chusetts system see a continuation of 
a long history of political influence 
on the State's public campuses. 'Massa¬ 
chusetts plays more political games with 
its public colleges and universities 
than any other state' said the author of 
a third study, Univeristy of Illinois 
Professor Samuel, who has researched 
public higher education in several 
states ... In the past two decades, the 
Massachusetts public higher education 
system with some of the highest salaried 
administrative positions in state govern¬ 
ment has become such a major source of 
political patronage appointments that 
experts question whether it is being 
hampered in its mandate to educate 
160,000 students ... Political appointees 
are found in administration, personnel, 
budget, maintenance, and other offices. 
Gubernatoria 1 appointees to the Regents, 
Trustee Boards, and building authorities 
approve expenditures, programs, appoint¬ 
ments, and contracts that affect campus 
quality (Muriel Cohen, 1986d, p. 10). 
Both the Regents and the local boards of trustees 
share the goal of realizing and enhancing the educational 
potential of every campus within the system and through 
each president oversee the day to day management of the 
colleges and universities. The Regents have the additional 
tasks of reaching a balance between local, regional, and 
state wide educational goals and of establishing a con¬ 
structive relationship between public and independent edu¬ 
cational institutions in Massachusetts (Duff, 1983]. They 
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also oversee the charter and licensing review and approval 
For the private independent institutions of higher educa¬ 
tion. Yet, it is the Governor who appoints the Board of 
Regents members and the local board of trustees members. 
’’Critics . . . argue that too many prestigious positions on 
the unpaid policy setting boards [of trustees] For the 
State's [29] campuses are being handed out to political 
loyalists. Nearly 10% of the seats are now held by [Gov¬ 
ernor] Dukakis's campaign contributors" (Muriel Cohen, 
1986d, p. 1]. Moreover, the composition of the gubernato¬ 
rial appointed Regents does not include any seats For pub¬ 
lic employees, especially public higher education employ¬ 
ees. About one third of the Board of Regents are educators 
who are From the independent private higher education sec¬ 
tor. They do not view themselves as interFerring in the 
lives of Massachusetts community colleges (Van Winkle, 
1987]. 
Public policy in Massachusetts and not educational 
theory and pedagogy impact the curriculum of the community 
colleges in regard to what programs have to be "reduced, 
eliminated, expanded, and developed as needed and as Fund¬ 
ing has permitted" (Shively, 1983b, p. 6). The Legislature 
reacts to the need of its constituencies either by direct 
voter communication with its members of the Senate and the 
House 
ate to 
by referendum activities that enable the electer- 
tablish legislation to which they believe the 
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Legislature is not responding. Lobbyists acting on behalf 
of a constituency — business and industry-demonstrated 
"how critical the State's economic interests view activ¬ 
ities in the State House. The amount of money being paid 
lobbyists from industry and all sorts of economic inter¬ 
est groups really shows how high the stakes are in legis¬ 
lative decision making ... They [special interest groups] 
are hiring lobbyists in some cases to get bills passed, 
but also to stop some legislation or add some critical 
amendment” [Phillips, 1988, p. 18). For example, last 
year alone, the Senate President received $46,500.00 from 
political action committee pressing interest legislation 
at the State House [Mohl, 1988). 
Legislative decision making impacts community col¬ 
leges and their mission and goals primarily through the 
budgetary process: maintenance, capital outlay, and col¬ 
lective bargaining agreements. For example, "assuming the 
Governor remains firm in his decision to level fund pro¬ 
grams through FY’88 and that the Legislature takes no ac- 
tlon to the contrary, Bunker Hill Community College will 
receive no new program money until FY'89. Thue, unfunded 
or underfunded items considered continuing priorities may 
be found in original budget requests to the Regents for 
both fy'87 and FY'88. although these past budget presen 
tations require updating, they are considered elements of 
the current planning and budgeting effort" (Shively, 
95 
1987b, p. 10]. Moreover, public institutions of higher 
education have experienced most of the pressure For For¬ 
mal accountability in regard to teaching eFFiciency and 
educability oF students (Fiske, 1987]. The Legislature 
seems to measure the legitimacy oF the community colleges' 
budgetary requests by the FTE enrollment Figures oF each 
respective college. In other words, the greater number oF 
community college students enrolled, processed, and grad¬ 
uated each Fiscal year reFlects the productivity ratio oF 
each school. The more productive the school appears, the 
more receptive are the two chambers oF the State Legis¬ 
lature. However, Dr. Ernest Boyer, President oF the Car¬ 
negie Foundation, warns against such simplistic responses 
to complicate problems oF this nation's higher education 
system, both private and public. Boyer questions the shap 
ing oF higher education by politicians who react to the 
csrtainity oF superFicial numbers rather than by those 
who know more about what occurs in a community or junior 
college, college, or university (Fiske, 1987]. 
Furthermore, the Massachusetts Legislature enacts 
legislation that empowers the Regents and sets the para¬ 
meters oF the Regents’ authority as this authority re¬ 
lates to each segment oF public higher education--commu- 
nity collages, state colleges, and un1vers 11ies--*h1la 
the Governor has appointment po»er In regard to .ho 
the Board of Regents and the local boards of 
serves on 
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trustees of each public higher education institution. 
Yet, Former Board of Regents member, Sister Janet Eisner, 
President of Emmanuel College, confirmed that local boards 
of trustees were resisting the development of a strong 
central Board of Regents who, because of legislative and 
executive support, was increasing its authority (Muriel 
Choen, 1986d). This seemingly checks and balances system 
(Thomas Jefferson, Notes on the State of Virginia, Query 
XII) does not enable any one legislative body or appoint¬ 
ed group to transcend its legal limits without being ef¬ 
fectively checked and restrained by the other in regard to 
public higher education. 
However, there is no component of this checks and 
balances system that affords the public higher education 
presidents the degree of autonomy and curricular license 
shared by their independent private higher education 
counterparts . For example, the University of Massachu¬ 
setts/Boston Chancellor, Robert Corrigan, is representa¬ 
tive of the issue of public higher education presidents' 
autonomy. In addition to having to be responsive to stu¬ 
dents, faculty, community groups, board of trustees, and 
the Regents, public higher education presidents need to 
respond to their respective legislative delegations to the 
State House. In Corrigan's case, "a number of Boston mem¬ 
bers of the Legislature felt Corrigan was not responsive 
the question of jobs and other concerns ... 
on 
’I'm not 
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talking about academic appointments’ said one legislator 
who wished to remain unnamed. 'But what's the harm at 
looking at candidates I suggest For secretary, clerk, or 
janitor’” (Curwood, 1987r, p. 24). 
Chancellor Joseph Duffey, Univeristy of Massachu¬ 
setts/Amherst, described higher education as a fragile 
community whose members hold diverse views. Chancellor CuF- 
Fey stressed that to make public higher education work in 
Massachusetts, "it must remain non-political" [Caldwell, 
1987, p. 2). Some community college presidents claim 
that colleges and universities are and should remain au¬ 
tonomous From the Regents. The Regents' staff's role 
should Foster the concept of institutional autonomy From 
the Regents. Moreover, the Regents should lessen their 
policemen role and make themselves more of an advocate For 
community colleges. As it stands now, the Regents have the 
right to demand accountability From all segments and are 
capable of using the budgets, trustees, new program re¬ 
quests, etc. to erode and/or restrain the institutional 
autonomy of any public community college, college, or uni¬ 
versity (Bartley, 1987). This growing centralizing of the 
Board of Regents is occurring at a time when all segments 
of public higher education are understanding each other 
more and are increasing their effects For collaboration 
and cooperation. "By means of trial and error, punch and 
counter punch, victory and loss, the system is growing 
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and maturing" (Bartley, 1987). 
Massachusetts is not alone in expressing concern a- 
bout the trend of legislative scrutiny of higher educa¬ 
tion. Such political intrusion challenges the Fundamental 
principles of the autonomy of the professor in the class¬ 
room and the authority of colleges and universities to 
define their missions and standards. " 'Until recently, 
the definition of a college education was obvious,' said 
Joan E. Bailey, Assistant Vice President for Academic Af¬ 
fairs at the College of New Rochelle. 'A college educa¬ 
tion was doing what the faculty said was necessary at a 
level of competence determined and measured by the fac¬ 
ulty’ ” (Fiske, 1987, p. 27). College education as thus- 
ly defined is not what occurs in the Massachusetts commu¬ 
nity college system. Community college faculty who sup¬ 
port the need for s strong liberal arts foundation for 
every student regardless of their program of study are 
continuously challenged by the demands of adequate ca¬ 
reer preparation endorsed by the Governor and Regents in 
the context of a two year program (Houlihan, 1986b). The 
reality of the submission of the college presidents to 
such political constraints in regard to curriculum and 
fiscal autonomy is antithetical to the Regents' Chancel¬ 
lor Jenifer's vision of the State of Massachusetts pub¬ 
lic higher education system. 
A commitment to excellence in public higher 
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education is not a threat to the excellence 
of independent colleges and universities. 
This Board and I recognize that outstanding 
independent institutions are a vital asset 
For Massachusetts and that they provide an 
important dimension of choice For students. 
But we will not accept that their excellence 
is somehow an excuse For mediocrity in the 
public system (Jenifer, 19S6, p. 2). 
Curricular Bridge 
"The national and international marketplaces are Fac¬ 
ing American business, industry, and education to change 
their methods of doing business. Colleges that refuse to 
build and cross the bridges demanded by new technology and 
local employment needs will be left stranded on the road¬ 
side, watching traffic go whizzing past" (Peterson, 1983a, 
p. 23). Data concerning employment by occupation in New 
England show clerical, managerial, and administrative occu¬ 
pations leading the expansion of the economy. Aiding in the 
economy’s expansion along side the high technology and man¬ 
ufacturing industries are the service fields of medicine, 
education, and management consulting. According to a report 
entitled Massachusetts Employment: Projected Changes 1980_ 
to 1990 and published by the Division of Employment and 
Security, Massachusetts is expected to record an "increase 
of 317,000 wage and salary jobs during the 1980-1990 pro¬ 
jection period, representing a growth rate of 12%. Substan¬ 
tial gains during the 1980s will be evident in durable 
goods manufacturing, construction, wholesale and retail 
trade, finance, insurance, real estate, and the [service 
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Fields]" (Peterson, 1983a, p. 19]. 
Recognizing that the health and well being oF a tech¬ 
nology based economy is dependent on a skilled and educated 
workforce, national, state, and local governments have 
advocated the improvement of our educational systems--kin- 
dergarten through twelfth grade and higher education (Trai- 
coff, 1983c]. Massachusetts is cognizant of this fact and 
has linked its academic community with the professions, 
business, industry, and human service agencies by identi— 
Fying these groups' needs and developing appropriate pro¬ 
grams to respond to them. The Governor and Legislature 
endorsed the premise that public higher education did not 
exist in isolation from the environment of the State's e- 
conomy. It acknowledged that public higher education can 
not help but be influenced by the economic and social 
trends confronting Massachusetts and the country. Moreover, 
the Legislature advocated that public higher education 
should respond to the economy and its demands. The law¬ 
makers rationalize their position on the folowing informa¬ 
tion: 
Futurists, such as Alvin Toffler (1980) in 
their studies, are telling us that the ca¬ 
reers of the present are rapidly changing 
due to the electronic revolution going on 
in our society and that education can not 
turn back the clock, even though tradi¬ 
tionally, it desires to do so. The Bureau 
of Labor statistics of the U.S. Department 
of Labor is stating that the 1980s promise 
major changes in our nation's economy and 
work force requirements that will greatly 
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affect the job outlook for college grad¬ 
uates (Peterson, 1983a. p. 98). 
The State Legislature and the Governor do not want the 
rewards of a strong and healthy economy in Massachusetts be 
diminished by Ma plethora of unskilled jobs that require 
skilled technical training, existing simultaneously with 
large pools of inadequately prepared young adults who are 
unskilled and unemployed [and who are] concentrated mostly 
in urban areas and among minorities” (Scibelli, 1983a, 
p. 46). The Legislature is aware of the major causes of un¬ 
employment as identified by the U.S. Department of Labor: 
. frictional which results from the lack of 
information about job opportunities 
. structural which results from the mismatch 
between skills possessed by the job seeker 
and the skill required for the available 
position 
. cyclical which results from the periodic 
decline in business activity (Peterson, 
1985b, p . 47) . 
Moreover, the Legislature understands that technologi¬ 
cal advancements resulting in obsolescence of skills will 
cause increasing numbers of adult learners to seek occupa¬ 
tional retraining. It knows that the projected rapid growth 
and change in high technology and other industries will con¬ 
tinue "to create a serious manpower gap between jobs gener¬ 
ated and the availability of skills technical and profes¬ 
sional workers” (Traicoff, 1983c, p. IS). Furthermore, the 
State Legislature, Governor, and Board of Pagents realize 
that since employment opportunities will linked more and 
more to career and continuing 
education, the numbers of 
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of people wanting to enroll in community colleges will in¬ 
crease. These people will be seeking "more immediate em¬ 
ployment after two years or less [and] may elect associate 
degree or certificate programs related directly to the 
technical level employments needs of regional commerce, 
industry, and social agencies” (Peterson, 1983a, p. 8). 
In short, community colleges mandated by the Legisla¬ 
ture, Governor, and Regents will continue to build bridges 
with business and industry in Massachusetts. Cooperation 
with the private sector gives community colleges access to 
information needed to update their curricula. In turn, 
community colleges provide training assistance, thereby 
contributing to the establishment of a qualified labor 
pool in Massachusetts for business and industry. However, 
such collaboration at the expense of comprehensively edu¬ 
cating their students for life long learning is question¬ 
able. 
Bringing student hopes into line with the re¬ 
alities of the job market is facilitated by a 
tracking system within the community college 
much like the channeling system for high 
schools: four year college transfer programs 
for the promising and vocational programs for 
dead enders. The magnitude of the task of 
lowering student expectations can hardly be 
exaggerated: At least three times as many 
entering community college students want to 
complete four or more years of coll®||« ” 
actually succeed in doing so. Less_than h 
of community college entrants recede even the 
two year Associate of Arts degree. Thus, 
can hardly share the surorise vocied^byjthe^ 
p8ort.0rfhefBegreg«l1°nn^F%tudent8 not dee- 
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tined For the top has allowed the develop¬ 
ment of procedures and curricula more ap¬ 
propriate to their Future needs as defined 
by their actual occupational opportunities. 
The vast majority of students in community 
colleges are programmed For Failure. Great 
efforts are made--through testing and 
counseling--to convince students that their 
lack of success is objectively attributable 
to their own inadequacies. Burton Clark 
(1960), a sociologist, acutely describes 
the process: In the junior college, the 
student does not so clearly Fail, unless 
he himself wished to define it that way, 
but' rather transfers to terminal work. 
The terminal student can be made to ap¬ 
pear not so radically different from the 
transfer student, e.g. , an engineering aide 
instead of an engineer and hence he goes to 
something with a status quo of his own. This 
reflects less favorably on the person's ca¬ 
pacities ... The provision of reality avail¬ 
able alternative achievements in itself is 
an important device for alleviating the 
stress consequent on failure ... The gen¬ 
eral result of cooling out processes is that 
society can continue to encourage maximum 
effort without major disturbance from un¬ 
fulfilled promises and expections (Bowles, 
1976, p. 211). 
The community colleges, acting as a bridge to busi¬ 
ness and industry by means of its occupational-technical 
curricula, are perpetrating an unfortunate hoax. The pro¬ 
mise of high status seemingly offered by admission to com¬ 
munity colleges does not take into account that employ¬ 
ment opportunities and salary incomes for workers with 
less than four years of college are far less than for 
those students who graduate with baccalaureate degrees. 
This reality is especially cruel to minority, low income, 
and less academically prepared students who were attract¬ 
ed to community colleges since the 1970s when expande 
cess programs were able to recruit more ethnically and 
economically mixed student bodies (Donovan, 1987). Un¬ 
fortunately, career oriented students can receive unde¬ 
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served criticism, although the targets of assess¬ 
ment should be the community colleges which Fail to give 
their students a "sense of passage toward a more coherent 
view oF knowledge and a more integrated life" (Boyer, 
1987, p. 68). 
In other words, community colleges must begin to les¬ 
sen and not increase the gap between their students' aca¬ 
demic achievements and the educational levels oF more ad¬ 
vantaged college bound students. Unless community colleges 
reconsider their roles as a bridge to the private sector 
built on their narrowly specialized occupational-technical 
programs, they "will increasingly be perceived as neither 
colleges nor performing a real educational service to 
their respective communities. Already, some critics have 
charged that the academic differences between community 
colleges and trade/technical schools schools have all but 
disappeared. And, some note that trade and strictly vo¬ 
cational schools have an even better record of placing 
students in jobs after graduation" (Donovan, 1987, p. 74) 
Community colleges are sensitive about their images 
as egalitarian institutions of higher education that pro¬ 
vide educational access to all students regardless of 
their previous levels of educational achievement. Yet, 
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they need not lose this image in asserting their rightful 
academic place in the entire public higher education sys¬ 
tem. Community colleges need to be able to demonstrate ef¬ 
fectiveness by commonly agreed upon academic standards and 
by increased effort on behalf of their transfer oriented 
students so that their students can be adequately prepared 
for the academic environment of senior baccalaureate in¬ 
stitutions (Donovan, 1987). Community colleges need to re¬ 
examine their vocationalization of college curriculum. 
"The danger is that in a bid for survival, [they] will 
[continue to] offer narrow skills training with a cafe¬ 
teria of courses devoid of deeper meaning. If the college 
experience is to be worthwhile, there must be intellectual 
and social values that [the students] hold in common even 
as there must be room for private preferences" [Boyer, 
1987, p. GB). 
Community colleges do not serve their students well 
by not addressing the growing gap between liberal arts 
and occupational-technical arts and by not relating the 
values of liberal learning to vocational preparation. 
They should concentrate as much attention to the teaching 
of literature and languages, history, philosophy, relig¬ 
ion and the history and appreciation of the fine arts as 
they do to the teaching of basic skills. To allow 
learning and multiple choice tests to 
dominate the edu- 
the neglect of ’’harder to measure 
cational environment at 
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skills involving interpretation and reasoning" (Lichten¬ 
stein, 1987, p. 39) is to suggest that for community col¬ 
leges, packaged learning experiences have more value than 
inquiry and problem solving as the core of community col¬ 
lege students' educational experience. Furthermore, "if a 
major is so narrow and so technical that it can not be 
discussed in terms of its historical and social implica¬ 
tions, if the work in the proposed field of study can not 
be a broading experience, then the department is offering 
more technical training that belongs in a trade school, 
not on a college campus, where the goal is liberal learn¬ 
ing" (Boyer, 1987, p. 110). 
A discussion of the opportunities for community col¬ 
lege students for the expressed liberal arts curriculum 
has to center on those influences—outside and internal 
which impact the curricular offerings of a community col¬ 
lege. Student interests and needs coupled with faculty in¬ 
terests are not the sole stimuli for a community college 
in regard to course and program offerings. New programs 
are added only after current needs assessments have deter¬ 
mined the community's need for and ability to place [com¬ 
munity college] graduates. Advisory committees have given 
valuable input and established strong community ties. The 
theme, then, is one of cautious growth in academic pro- 
gramming (Peterson, 1983b). The state of the economy of 
Massachusetts and the labor Force requirements of local 
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businesses and industries also influence the curricula of 
community colleges. 
Nevertheless, community colleges have the organiza¬ 
tional structure which enables them to generate course 
descriptions and course offerings be they accredited 
courses or special topic courses. Should a community col¬ 
lege wish to initiate a new degree program it has to re¬ 
ceive the Regents' approval and follow Regents' guide¬ 
lines. Community colleges have been chosen to bypass the 
new program petition process by adding curricular options 
to existing programs. For example, Bunker Hill, instead 
of petitioning for new program approval, simply has tak¬ 
en its Liberal Arts and Sciences degree program and added 
options such as Liberal Arts--Business Administration op¬ 
tion; Liberal Arts--Engineering option; and Liberal 
Arts--Theater Arts option (Shively, 19B6c). Students fo¬ 
cus on the area concentration of their respective option 
by using the electives of the liberal arts program as a 
means of taking specific courese in the option content 
area. They then graduate with an Associate in Arts degree 
in Theater Arts. The reason why community colleges look 
toward the option choice is because the Board of Regents 
program proposal and review process is considered by 
community colleges to be a true impediment since the 
review and coordination take too long. Some community 
colleges have even developed certificate programs of 
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credits hours or less in order to create opportunities 
For new programs (Van Winkle, 1986a). Community colleges 
assert that iF they are to respond in a timely manner to 
the needs oF the expanding technology oF the business and 
industries in Massachusetts as encouraged by the Governor 
and the Regents themselves, then the Regents must estab¬ 
lish a more expeditious program approval procedure (Trai- 
coFF, 1983a). Community colleges maintain that they will 
oFFer no new programs unless proper Financial and staFF 
support are made available. Furthermore, they will not 
compromise the quality oF their existing programs by di¬ 
verting Funds to the point where adequate support is no 
longer available. MIt is believed, however, that the plan 
oF building options upon existing core programs and the 
plan oF designing curricula that utilize existing Faculty 
and course resources is economical and practical” (Hou¬ 
lihan, 1984a, p. 4). 
New program development requires a planning 
process which can determine the priorities 
among various proposals. The Following state¬ 
ment guides the establishment oF new program 
■A- -J Q Q • 
L X C 3 • 
The take oFF point For new programs is 
the mission statement and the institu¬ 
tional goals. New programs should be 
seen as conForming to the mission 
statement and the institution’s goals. 
There must be a clearly demonstrated 
need For the proposed programs by the 
various communities and constituencies 
which the college serves. Program plan¬ 
ners must be able to document that need. 
A data base must be established through 
appropriate research. 
Labor market demand For new technical 
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and occupational programs must be es¬ 
tablished. This will involve develop¬ 
ing a data base as well as building 
a foundation for cooperation and col¬ 
laboration with business and industry. 
Accessabi1ity to occupations and further 
post secondary education by community 
colleges' primary constituencies may 
impact the determination of program 
prior ities. 
. An inventory should be conducted of the 
colleges' available resources—physical, 
financial, and human—which are needed 
to support proposed programs. 
Research on the availability and like¬ 
lihood of additional resources will 
also determine program priorities. 
These criteria along with the questions on the Board 
of Regents' Stage I intent to plan form provide the 
guidelines for initial planning. After approval of 
the Stage I proposal by the board of trustees and 
the Regents, more detailed plans will be made ac¬ 
cording to the Regents’ Stage II proposal format. 
After the Regents approve the Stage II propos¬ 
al, plans will be made to implement the program 
(Wo 1fman, 1983b, pp. 41-43). 
The community colege curricula do not autonomously 
come into being. The Board of Regents impacts this seg¬ 
ment's curricula through institutional and state wide 
program review and new program and degree granting ap¬ 
proval. However, the Regents have no direct method of as¬ 
sessing students' access to expressed curriculum of any 
program (Taylor, 1987). What the Regents do monitor are 
admission standards and enrollments. The Regents rely on 
state wide and institutional review procedures in order 
to evaluate the curriculum of community colleges. The 
state wide review of programs consists of a single pro¬ 
gram of all fifteen community colleges being reviewed. 
The Regents pick a team of evaluators selected from na- 
tionally recognized professionals within the discipline of 
the program to be reviewed (Taylor, 1987). On the other 
hand, an institutional review consists of a series of pro¬ 
grams at a single institution in a given area to be evalu¬ 
ated such as Nursing, Business Administration, or Graphic 
Arts. The community colleges are responsible for getting 
their own evaluators. The Regents sign off on the evalu¬ 
ator and monitor any conflict of interest. Then, the commu¬ 
nity colleges submit the evaluator's report as well as their 
institutional program of review to the Regents' Office of 
Academic Affairs (Taylor, 1987). In as much as new programs 
are concerned, the procedure consists of two stages. First, 
a community college may present the new program proposal 
as part of its long range plan and as a proposal to the Re¬ 
gents. The college must establish and demonstrate a need for 
the new program and its ability to offer the program. Should 
a program before being submitted to the full Board of Regents 
be challenged or voted against by any sister institution from 
any of the the three segments--community college, college, 
and university, the Regents require the school issuing the 
rejection to present legitimate issues for concern that sup¬ 
port the rationale for rejection of this new program (Taylor, 
1987) . 
Whereas community colleges are afforded the opportunity 
to initiate accredited courses which in their estimation will 
of study and 
enhance and/or strengthen existing programs 
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whereas they have input in the development of a new program 
proposal, they do not have the power to sustain nor expand 
a program such as liberal arts if the external influences as 
discussed wish the community colleges to focus their person¬ 
nel, resources, facilities, and monies on career and occupa¬ 
tional-technical programs of study. Moreover, despite the 
Commonwealth's rhetoric that liberal arts are crucial to 
the education and preparation for life long learning of all 
community college students, community college Liberal Arts 
and Sciences faculty are incresingly being called upon to 
adapt their respective disciplines in order to meet the cur¬ 
ricular needs of occupationa1-technica1 programs of study. 
Their respective college makes a distinction between a ser¬ 
vice course offered by one department for a specific major 
and a non-service course which may be any course (Margolis, 
1986]. 
Community colleges tend to prepare master schedules 
each year that are not necessarily rich with liberal arts 
courses as diverse and numerous as those offered by a bac¬ 
calaureate institution or by an independent junior college. 
ESL, developmental and occupational-technical course offer¬ 
ings force a reduction of the number of course sections for 
liberal arts courses a community college may provide its 
students each academic year. "Although there has been much 
documentation that basic skills courses are successful in 
raising test scores and demonstrated competencies as mea- 
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sured immediately Following such course work, the research 
regarding the extent to which these skills transfer to high¬ 
er level courses within the curriculum is much less clear” 
[Houlihan, 1986a, p. 13). 
The use of preparatory, basic skills, ESL, and develop¬ 
mental courses, For credit or non-credit depending on the 
community college, is varied and not adequately examined by 
the Regents. For example, Bunker Hill Community College re¬ 
quires non-native speakers of English to take a maximum of 
39-42 credits of ESL instruction. Only 8 credits of advanced 
ESL may be applied to an associate degree (Radell, 1988). 
The Faculty as a whole are not aware of this policy since 
in the past ESL students graduated in liberal arts using 
ESL courses as elective credits. Consequently, they and some 
ESL students do not know that ESL students theoretically 
must take 39-42 credits in ESL and then as additional 52-60 
credits in a specified area--1iberal arts or career. As a 
result, this student population may need a minimum of 3 to 
3% years in order to earn an associate degree. The Regents 
are definitely negligent in their monitoring and assessing 
of ESL programs throughout the community college system. 
Community colleges in Massachusetts do not have exit exams 
or competency tests which their students must pass before 
enrolling in college level courses after they have complet¬ 
ed ESL courses. In fact, some ESL students need to enroll 
in developmental English courses before they begin the law- 
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er level courses of college English. Furthermore, the ma¬ 
jority of these students lack the confidence and/or aural/ 
oral proficiency to communicate well with their English 
speaking classmates (Radell, 1988). 
The Regents have not demonstrated a commitment to en¬ 
suring that all students are, in fact, graduating from com¬ 
munity colleges equally prepared as collegiate students. The 
Regents recognize that a significant number of the students 
who enroll as community college students will have more aca¬ 
demic needs that may prolong graduation beyond the standard 
two years. "One year certificate programs are expected to 
be most suitable for meeting the needs of unemployed pro¬ 
fessionals who seek retraining. The programming for this 
group will demand more of the [community colleges'] atten¬ 
tion and will clearly demonstrate the short range benefits 
which the Commonwealth can derive from the colleges" (Has¬ 
kins, 1 980, p . 7) . 
The monitoring systems which the Regents do have actu¬ 
ally approve and review programs but not student competen¬ 
cies, and the auditing systems examine student demographics 
and not student proficiency levels. The Legislature for its 
part is concerned with enrollment figures and community 
college productivity. The Governor is concerned with build¬ 
ing bridges with the business and industrial community. 
Who then is responsible for the preparatory education of 
the students? To answer by saying that community colleges 
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must do it all is placing a tremendous burden on this system. 
In reality, some of the community colleges resemble less 
their sister four year colleges and universities and resem¬ 
ble more social service agencies and occupationa1-technica1 
regional high schools and technical institutes. The Regents 
and the State Legislature are responsible for dimming Pre¬ 
sident Truman's vision of creating access for the public to 
affordable two year college education. They have taken a 
just and equitable concept and transformed it into a means 
of perpetuating a working class labor force to meet the 
needs of businesses and industries located in Massachusetts. 
Under the guise of education for all, the commitment to pre¬ 
paring and educating community college students for life 
long learning has been diluted by the colleges' promotion of 
certificate programs , General Studies, Liberal studies, As¬ 
sociate in Science degree, and Associate in Applied Sciences 
degree at the expense of Liberal Arts and Sciences. Conse¬ 
quently, opportunities for a comprehensive Liberal Arts and 
Sciences program competitive with the first two years of a 
baccalaureate education offerd by four year colleges and 
universities are not uniformly and consistently afforded to 
all community college students. Furthermore, the community 
college students who wish to transfer from different com¬ 
munity colleges may enter the same senior institution in- 
equitably prepared despite the Fact that they have met the 
1984 Transfer Compact requirements. Somehom, a school of 
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thought which minimizes the relevancy of Liberal Arts and 
Sciences has emerged among the decision makers in the com¬ 
munity college system of Massachusetts to such an extent that 
the major thrust of this segment is Focused on certificate 
programs and Associate in Science and Associate in Applied 
Sciences degree programs . 
While the humanities contribute much to the 
education of a whole person, some of the 
values which the humanities offer an educated 
person are not seen as directly related to 
the goals of occupational programs. The hu¬ 
manities do develop an appreciation for the 
human condition and through it encourage 
se1f-deve1opment through self-discovery. 
These rather nebulous concepts are not seen 
by occupational educators as directly related 
to the abjective their various programs 
have of preparing individuals for employ¬ 
ment, for careers, and for further educa¬ 
tion (Shared Vision Task Force, 19S7, p. 5). 
As a consequence of the gap between liberal arts educa¬ 
tion and occupational-technical education and liberal arts 
education and developmental/remedial education, four year 
colleges and universities "have largely been content to ig¬ 
nore what they see as their junior partners. They often sus¬ 
pect community college grades and question the wisdom of ac¬ 
cepting two year credits, particularly as these credits ap¬ 
ply to a baccalaureate major" (Donovan, 1987, p. 7). Commu¬ 
nity college students who wish to transfer are then faced 
with obstacles, even though they may have fulfilled all 
their community college's requirements for an associate de¬ 
gree. "Too frequently, students discover that the guidance 
they received at the community college was not always in- 
1 16 
formed. This is not surprising since neither Faculty nor 
counselors at a two year college typically know precisely 
what courses count toward matriculation at even the major 
receiver institutions” (Donovan, 1987, p. 7). Although 
transfer articulation agreements might exist between commu¬ 
nity colleges and senior institutions they are not always 
known in detail by the community college faculty nor are 
they always helpful. Furthermore, if an articulation agree¬ 
ment exists, it often has not been developed by the faculty. 
A four year institution, in theory, might ac¬ 
cept a particular course for credit; a depart¬ 
ment, in practice, might not. In addition, 
four year college catalogs do not always keep 
up with a shifting departmental curriculum 
and changes in prerequisites. What is most 
disheartening is that students pay for this 
lack of collaboration by either being forced 
to repeat courses or by not being adequately 
prepared for upper level courses (Donovan, 
1987, pp. 7-8) . 
Neither saw collaboration as a strong enough priority 
to justify the time and expense of implementing a major 
As a result, students were left to negotiate bridge program. 
a very frustrating and difficult system. The realities of 
transfer in the 1980s certainly have emphasized the need to 
(Donovan, 1987). For example, 
alter institutional 
all segments of public higher education in Massachusetts 
signed the Commonwealth Transfer Compact in 1974. The Com 
pact was considered a landmark since it guaranteed the 
transfer of all credits earned in an associate degree pro 
gram from a 
Massachusetts community college providing that 
1 17 
the associate degree contains the equivalent of 60 credit 
hours (20 courses) of undergraduate college level study in¬ 
cluding 6 hours of English/communication; 9 hours of behav¬ 
ioral/social sciences; 9 hours oF humanities and Fine arts; 
9 hours oF mathematics/sciences; and the remaining credits 
on a college level (Schinness, 1984). Responding to the con¬ 
cerns that the TransFer Compact could become even a more 
"responsive vehicle in aiding the movement oF students among 
institutions” (Schinness, 1984, p. ii), the Board oF Regents 
appointed in November 1982, an Articulation Task Force oF 
college presidents. On November 29, 1983, the Task Force's 
recommendations were submitted to the public higher educa¬ 
tion's presidents and chancellors For consideration. The re¬ 
vised compact included and made a distinction between the 
associate in Arts and the Associate in Science degrees; li¬ 
mited the number oF credits transFerable to 66 semester 
hours; established a minimum grade point average oF 2.0 For 
transFer From a community college; recognized the allocation 
oF space For transFer students in compliance with the Re¬ 
gents admissions policy; established a TransFer Coordinating 
committee to review and recommend articulation policies; and 
mandated the appointment oF a transFer oFFicer on each cam- 
pus as the key staff parson for all transfer issues (Sohin- 
ness, 1984). The Transfer Coordinating Committee consisted 
of eleven members appointed by the Board of Regents, 
objectives »ere to revie» and interpret current articulation 
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policies; recommend additional policies as needed; and sub¬ 
mit a report annually to the Council of Presidents and Chan¬ 
cellors and to the Vice Chancellor of Academic Affairs of 
the Regents. Eleven members were selected, two from the com- 
nity colleges; one from the state colleges; one from the 
state universities, one one from the Board of Regents. It 
was recommended that these members be chief executive offi¬ 
cers or chief academic affairs officers. In addition, a 
transfer counselor and admissions officer from each segment 
of public higher education would serve--community college, 
college, and university. 
Another important result of the 1984 Transfer Compact 
revision was the requirement of 33 credit hours of general 
education courses for the Associate in Arts degree and the 
requirement of 21 credit hours of general education courses 
for the Associate in Science degree. Furthermore, the Task 
Force acknowledged that besides a transfer Liberal Arts and 
Sciences program of an Associate in Arts degree, it would 
also recognize as transfer programs an Associate in Arts 
transfer degree in Business Administration and an Associate 
in Science transfer degree in Engineering [Schinness, 1984). 
Since the Associate in Science transfer degree placed more 
emphasis on the scientific, technical, and mathematical 
competencies, the Task Force specified that the Associate in 
Science degree should reflect a greater degree of concentra- 
It also encouraged each community 
tion in these disciplines. 
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college to develop a "general education concentration within 
the transfer parameters, respective of the particular degree 
discipline offered" (Shinness, 1984, p. vii). 
Furthermore, the 1984 Transfer Compact revision indi¬ 
cated that public colleges and universities were not re¬ 
quired to accept more than 66 credit hours. Public bacca¬ 
laureate institutions had the right to require a full two 
years of upper division work for the baccalaureate degree 
and the right to require major course requirement. Should 
community colleges award other associate degrees besides 
Associate in Arts and Associate in Science degrees as well 
as certificates for programs with a primary abjective other 
than transfer , the "acceptance of course credits for trans¬ 
fers from such programs will be evaluated by the senior 
level institution on the basis of applicability of the 
courses to the baccalaureate program in partial fulfillment 
of the general education requirements, in graduation credits 
and in the major field of students’ election" (Schinness, 
1984, p. vii). Moreover, a community college and a four year 
public college could negotiate a transfer articulation agree 
ment apart from the Massachusetts Transfer Compact provided 
that a report of such an articulation agreement in terms of 
purpose, design, participants, duration, and results would 
be submitted to the Regents' trasnfer Coordinating Commit¬ 
tee. 
Currently, a debate exists between the Board of Re- 
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gents and community colleges concerning the February 1, 
1987, revised and recommended Commonwealth Transfer Com¬ 
pact (Littell , 1987) approved by the Transfer Coordinating 
Committee (Assar, 1988). This latest revision does not 
refer to any associate degree in particular. Instead, it 
describes what the general education core would be for all 
associate degrees: Associate in Arts, Associate in Science, 
and Associate in Applied Sciences. The minimum core would 
be as follows: English composition/writing (6 credits); 
behavioral and social sciences (9 credits); humanities and 
fine arts (9 credits); natural or physical science [8 cred¬ 
its); and mathematics (3 credits) (Rees, 1988, p. i). 
This core differs from the 1984 Compact in that the 
category of mathematics and natural science (9 credits) of 
1984 has been changed to two categories: natural or physi¬ 
cal science (8 credits) and math (3 credits). Furthermore, 
"these 35 credits will be applied toward the fulfillment of 
the general education requirements at the receiving insti¬ 
tution, provided that these courses meet the level and cate¬ 
gory requirements to be established by the Board of Regents" 
(Rees, 1988, p. ii). The 1987 Transfer Compact revision now 
states that the remaining credits of any associate degree 
will be accepted by the receiving senior public institution 
and may or may not satisfy the requirements of the degree 
program into which the student of any community college 
transfers. Moreover, the 1987 Compact stipulates that sub- 
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sequent graduation From Four year college or university is 
not assumed within a two year period oF Full time study. 
The 1987 Compact revision strikingly diFFers From the 1984 
Compact revision in that it emphatically states that reme¬ 
dial and developmental courses will not be counted For aca¬ 
demic credit in transFer although some community colleges 
are giving their students Full credit to these and E9L 
courses, thereby enabling their students to apply these 
credits toward the requirements For any associate degree. 
In addition, "any student who passes a course at a commun¬ 
ity college which is considered an upper level course at 
the Four year institution and demonstrates he/she has the 
prerequisites and/or co-requisites required oF the native 
student [student who began at the senior institution as a 
Freshman] shall be granted upper level credits For such a 
course. Without these prerequisites or co-requisites, the 
course must be validated" (Rees, 1988, p. ii)• 
Another diFFerence betwwen the 1984 and 1987 Compacts 
concerns the composition of the transfer Coordinating Com¬ 
mittee. The composition remains the same--eleven members. 
However, now the 1987 Compact stipulates that five members 
will be chief academic affairs officers: two from community 
colleges, one from state colleges, one from state universi¬ 
ties, and one from the Board of Regents. Also, instead of 
each segment being represented by one transfer counselor 
and one admissions officer, the 1987 Compact stipulates 
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"six members will be transfer and/or admissions officers, 
two from each segment" (Rees, 1988, p. iii). Lastly, the 
1987 Compact has included a student appeal procedure in the 
event a community college student believes he or she has not 
been accorded consideration in accordance with the 1984 Com¬ 
monwealth Transfer Compact. This procedure affords the stu¬ 
dent an opportunity to have the situation explained or re¬ 
conciled. Furthermore, it should be pointed out that for 
both the 1984 Transfer compact and 1987 Compact, if a stu¬ 
dent has not completed an associate degree and wishes to 
transfer credits she/he has already earned, these credits 
earned (not completing a minimum of 60) do not come under 
the protection of the Massachusetts Transfer Compact Agree¬ 
ment . 
As stated previously, a debated exits between the Re¬ 
gents and the community colleges concerning the implemen¬ 
tation of the 1987 Transfer Compact. As of this moment, the 
1987 Transfer Compact has been approved by the Transfer Co¬ 
ordinating Committee and submitted to the Vice Chancellor 
of Academic Affairs, Dr. Norma Rees. Dr. Rees has to submit 
this version to the full Board of Regents for implementation 
approval and authority. However, due to the vehement reac¬ 
tion of the community colleges as a group against the 1987 
Compact, she has not done so and has agreed to postpone the 
submission pending receipt of a minority report from the 
(Assar, 1988). The community colleges 
community colleges 
123 
consider the 1987 Compact to be unduly demanding in regard 
to the general education requirements. They believe that the 
Regents are requiring more From them than From many public 
colleges and universities. Furthermore, community colleges 
consider that this 1987 Compact revision does not emphati¬ 
cally guarantee that all the credits (no more than 66) will 
be accepted as speciFied in the original 1974 Compact and 
that all community college students who wish to transFer 
will be aFForded a slot at the senior public institutions 
provided they meet the curricular speciFications oF the 
1987 Compact. Some community colleges consider the stated 
emphasis oF the 1987 Compact to not count remedial and de¬ 
velopmental courses For academic credit in transFer as an 
action which casts aspersions on the integrity oF the asso¬ 
ciate degree programs (Assar, 1988). 
A sensitive issue that continues to be a source oF 
concern persists to be the lack oF a workable mechanism to 
Facilitate easy transFer From community colleges to state 
colleges and universities. Although Massachusetts does have 
the 1984 TransFer Compact, some community colleges' staFF 
"oFten must negotiate with various departments at state 
colleges and universities to Facilitate the appropriate 
transFer oF the maximum number oF allowable credits” (Hou¬ 
lihan, 1986b, p. 24). in other words, senior public insti¬ 
tutions do not always respect the intent and speciFic pro- 
visions oF the 1984 TransFer Compact. Whether the reasons 
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revolve around issues of Full-time student enrollment de¬ 
mands; elitism on the part of the receiving institutions in 
regard to the quality of curriculum and of student academic 
prearation and competency; or perceived turf issues on the 
part of the senior institutions regarding duplication of 
programs and courses, the fact remains that community col¬ 
lege students who wish to transfer are placed under undue 
hardships when they "find themselves with 'empty' credits 
which they believed would transfer into their baccalaureate 
major ... Concern has also been expressed about the gifted 
student. Some [community college] faculty would like [their] 
colleges to provide a heightened, more intense intellectual 
experience for students with exceptional abilities" [Houli¬ 
han, 1986b, p. 73]. 
A constant pressure placed on all segments of public 
higher education by the State Legislature is one based on 
its equating budget allocations with FTE student numbers 
(Van Winkle, 1983a). The more FTEs an institution estab¬ 
lishes it has for each academic year and projects for the 
next academic year, the more likely it will receive legisla¬ 
tive consideration and response to its budgetary requests. 
"The general budget cutting mood of the State Legislature 
... has affected the whole public higher education system" 
(Curwood, 1987p, p. 30) to the extent that all segments are 
forced to compete with each other to assure and enlarge 
their FTE enrollments. 
*• 
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Another issue concerns the transfer articulation agreements 
that community colleges individually negotiate with receiv¬ 
ing public and private institutions. Community colleges as¬ 
sert that they be permitted the flexibility to develop their 
own curricula to meet the specific needs of their students 
and then be allowed to negotiate the interfacing of their 
curricula with those of particular program majors of the 
baccalaureate institutions [Peterson, 1984b). The inequality 
of this practice occurs when one community college A, for 
example, has established for whatever reason, a good sound 
working rapport with a public or private college X in terms 
of transferring its students who are associate degree reci¬ 
pients majoring in concentration Z. The issue is that this 
same senior institution X need not necessarily accept in 
concentration Z transfer students from the remaining four¬ 
teen community colleges. This situation is especially true 
for the negotiations made between public community colleges 
and private four year institutions. Community colleges jus¬ 
tify their individual transfer articulation agreements by 
stating that they want to ensure that their transfer ori¬ 
ented curricula are appropr i ate 1y designed; they want to 
expand opportunities for their transfer students; and they 
want to avoid the duplication of services particularly a- 
mong their sister public institutions located in their re¬ 
gion (Bartley, 1985b). Such individual transfer articula¬ 
tion agreements known as 2 + 2 Program agreements also 
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exist between high schools and community colleges. "There 
is a trend toward increased articulation between secondary 
and post-secondary institutions. The advantages of such 
articulation are to encourage earlier goal orientation, 
provide possible advanced placement, and avoid unnecessary 
duplication" (Criteria For Excellence ... , 1985, p. 8). In 
fact, Governor Michael Dukakis and the Board of Regents 
have receommended and supported collaborative efforts be¬ 
tween public high schools and public colleges. They main¬ 
tain that such collaborative efforts help "all potential 
students, but especially the non-traditiona1 student and 
elderly, plan realistic strategies to achieve their desired 
educational goals” (Peterson, 1985b, p. 45). 
The improvement of transfer opportunities 
for urban community college students clear¬ 
ly requires the sharing of data between 
high schools and two and four year colleges. 
This type of cooperation has, for the most 
part, been lacking. A healthy respect for 
student privacy--information on race and 
ethnic background--has often hindered the 
collection and analysis of significant data. 
If community colleges expect high schools 
to better prepare their students, high 
schools need to receive information about 
the performance of their graduates. In 
the same light, four year colleges must 
track transferees from community colleges 
and supply this information to the two 
year schools. In the absence of data, com¬ 
munity colleges often regard their trans¬ 
fer initiatives as successful if an in¬ 
creasing number of students transfer to 
four year schools. But, if large percen¬ 
tages of these students drop out after 
transfer, can the community college trans¬ 
fer program really be considered success¬ 
ful (Donovan, 19B7, pp. 19-2D)? 
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Present1y , institutional research is a low priority For 
many community colleges. Community colleges do not gather 
comparable data and define transfer students differently. 
"Frequently, administrators are convinced that in times of 
budget cuts, when the fiscal belt must be tightened, insti¬ 
tutional research is the most expendable budget item" 
(Donovan, 1987, p. 19]. However, without hard data, commu¬ 
nity colleges can only quess about how to improve and fa¬ 
cilitate transfer. Moreover, without sufficient data, com¬ 
munity colleges are unable to extend their potential trans¬ 
fer students the information and services the students need 
to correctly plan their academic programs and to prepare 
thoroughly for transfer. In addition, the lack of back¬ 
ground information such as reliable institutional data and 
attendance patterns about community college students makes 
it difficult for faculty to advise the students accurately 
Lastly, community colleges do not undertake consistently 
and regularly follow-up skills if their graduates in gener 
a1 and of their transfer students in particular (Donovan, 
1987] . 
Transfer students are hard to find. Few stu¬ 
dents take the ideal route of completing an 
associate program in two years and then 
transferring promptly to a four year college. 
In reality, students often drop in and out of 
an institution, taking whatever courses suit 
them at the time with little or no pattern 
or prerequisites (Donovan, 1987, p. 2). 
Community colleges do not create an academic atmos- 
phere conducive to transfer. They concentrate their at¬ 
tention on the overwhelming number of students who enroll 
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with basic skill deficiencies and do not equally concen¬ 
trate their efforts on the better students. Many community 
colleges do not even have honors programs for their academ¬ 
ically prepared students which would challenge and prepare 
their students well for entrance in a four year college or 
university as well as for life long learning. In other 
words, since "community colleges offer a wide range of vo¬ 
cational opportunities and more directly serve their par¬ 
ticular communities than do four year colleges, they often 
neglect or short change the liberal arts. Scholastic values 
are likely to suffer" (Donovan, 1987, p. 27]. Consequently, 
community collge transfer students are not prepared to 
transfer. 
Furthermore, community colleges do not often emphasize 
for their first semester students the necessary information 
concerning transfer requirements, articulation agreements, 
and prerequisites. Such oversight is especially applicable, 
for "late afternoon and evening students who are typically 
ignored by a system designed to work ’nine to five’ (Dono¬ 
van, 1987, p. 37}. About 20% of community college students 
succeed in transferring and earning a bachelor’s degree. 
This transfer problem is especially true for black and His¬ 
panic students. Although 25% of America's 475 million com¬ 
munity college students are people of color, less than 10% 
of the baccalaureate student body are represented by people 
students do not transfer to many universi- 
of color. These 
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ties in the same numbers as white students" ("Teaching Suc¬ 
cess at 2 Year Colleges," 1987). 
In conclusion, higher education at all levels should 
encourage inquiry, abstract logical thinking, and critical 
analysis. "These intellectual skills are the hallmarks oF 
an educated thinking person. They are capacities that are 
not spontaneous but grow out of wise instruction, experi¬ 
ence, encouragement, correction, and constant use. They 
should pervade all areas of a curriculum, i.e. sciences, 
humanities, arts, and occupational programs" (Shared Vision 
Task Force, 1987, p. 2). Community colleges especially need 
to provide their graduates with a balanced liberal arts- 
technical education. In this way, they can ensure that 
their graduates who plan to immediately enter the work 
force instead of transferring to a senior institution will 
have the analytical and communication skills as well as 
the technical expertise to perform well in an everchanging 
marketplace (Traicoff, 1983c). The learning of facts with¬ 
out values can no longer be acceptable. 
We need people today who can understand both 
technology and its social implications, who 
understand their machines and also have an 
awareness of their place in the human spec¬ 
trum. Specialization must be tempered with 
interdiscip1inary breadth, for the solutions 
to the problems of our technological world 
demand minds of wide scope (Worcester Poly¬ 
technic Institute, 1984, p. 6). 
Liberal education and technical education can be 
brought together in the curriculum in order to enable com¬ 
munity college students to be comprehensively educated and 
prepared for life long learning (Boyer, 1987). Community 
colleges do provide the means for students to develop techn¬ 
ical skills but not the motivation to place their knowledge 
and lives in perspective with the complex, interdependent 
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world of which they are a part. Community college students 
like their senior baccalaureate counterparts, are preparing 
For productive work. They should be afforded opportunities 
to grow beyond their narrow specialized technical area of 
study by means of liberal arts education (Rhodes, 1985). In 
short, community college students should gain from their 
collegiate experience the following knowledge: 
The path to culture should be through a 
man's [/woman's] specialism, not by pass¬ 
ing it ... a student who can weave his[/her] 
technology into the fabric of society can 
claim to have a liberal education, a stu¬ 
dent who can not weave his[/her] technology 
into the fabric of society can not claim 
even to be a good technologist (Ashby, 1966, 
pp. 84-85). 
Fortunately, signals are beginning to emerge that sug¬ 
gest that the pendulum may be swinging back towards the 
private sector's wanting more comprehensively and liberally 
educated employees who are not so technically and narrowly 
trained (Roseheim, 1986). Unfortunately, community col¬ 
leges, despite all their collaborations and linkages with 
the businesses and industries, have not seen and/or acknow¬ 
ledged these same signals. Consequently, they have not made 
any concerted effort to build a curriculum bridge between 
liberal arts education and technical arts education at 
their campuses for their students nor have they built 
strong bridges between themselves and their sister senior 
colleges and universities for their transfer students. 
CHAPTER 3 
METHODOLOGY 
Introduction 
This chapter discusses the methodology used in the sur¬ 
vey research approach; the sample addressed; the evaluative 
instruments employed; and the procedure used in gathering 
data. It considers the Massachusetts' higher education sys¬ 
tem and its governance structure as it discusses the re¬ 
search objectives. 
Massachusetts’ Higher Education System 
The higher education system in Massachusetts is com¬ 
posed of a private sector and a public sector. The private 
sector is described as a ”$4 billion industry in Massachu¬ 
setts with 160,000 emp1oyees—[an industry from which] 68 
percent of all bachelor degrees ... 86 percent of all mas¬ 
ter degrees ... 82 percent of all doctoral degrees and 36 
percent of law and medicine degrees ... Care awarded] 
(Blake , 1987a, p. 1]. The public sector, a contemporary al¬ 
ternative to the long established, time honored private 
sector, employs 14,000 individuals and administers three 
segments--community colleges, state colleges, and universi¬ 
ties—with a $650 million budget (Blake, 1986]. The umver- 
sity segment consists of five campuses: University of Mas¬ 
sachusetts/Amherst; University of Massachusetts/Boston; 
University of Massachusetts Medical Schoo1/Worcester; Lo«- 
ell University; and Southeastern Massachusetts University. 
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Nine campuses comprise the state college segment: Bridge- 
water State, Fitchburg State, Framingham State, North Adams 
State, Salem State, Westfield State, Worcester State, Mas¬ 
sachusetts College of Art, and Massachusetts Maritime Acad¬ 
emy. The Massachusetts General Court in 1958 established a 
state wide system of regional community colleges overseen 
by a Board of Regional Community Colleges. This Board de¬ 
termined the need for community colleges in terms of devel¬ 
opment and maintenance. Fifteen community colleges consti¬ 
tute this third segment of public higher education. With 
their dates of inception, they are as follows: 
Berkshire I960 
(Pittsfield) 
Massachusetts 1961 
Bay (Wellesley) 
Cape Cod 19S1 
(West Barn¬ 
stable) 
Northern Essex 1961 
(Haverhi11) 
Greenfield 1962 
(Greenfie1d) 
Quinsigamond 1963 
(Worcester) 
Holyoke 1964 
(Holyoke) 
Mount Wachusett 1964 
(Gardner) 
Legislative action in June 1980 created the Board of 
Education for the governance of public 
North Shore 1965 
(Bever1y) 
Bristol 1966 
(Fall River) 
Massasoit 1966 
(Brockton) 
Springfield Techni- 1967 
cal (Springfield) 
Middlesex 1969 
(Bedford) 
Roxbury 1973 
(Boston) 
Bunker Hill 1973 
(Charlestown) 
Regents of Higher 
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higher education in Massachusetts. It also established a 
board of trustees for the public institutions of higher 
education (Peterson, 1985a). 
Governance Structure 
In the 1960s, a special legislative commission in Mas¬ 
sachusetts presented the Commonwealth with a critical eval¬ 
uation of the structure and status of public higher educa¬ 
tion known as the Wi11is-Harrington Report. The focus of 
the report was the examination of a thorough overhaul of 
the then existing governance of public higher education. 
This report lead to appropriate legislation, the Willis- 
Harrington Bill, which organized by means of Chapter 15, 
General Laws, the public higher education sector into seg¬ 
ments that had their institutional governance concentrated 
in distinct, individual boards of lay trustees. Each board 
set personnel and academic policies and had fiscal autono¬ 
my. The Legislature appropriated funding for each institu- 
tlon by line item budgets. The individuel segmental boards 
were as follows: 
The Board of Trustees of State Colleges 
This segmental board was comprised of mne 
general purpose colleges [which] original¬ 
ly [were] Four year teachers' colleges an 
two specialized institutions—Massachusetts 
College of Art and Massachusetts Maritime 
Academy. 
The Board of Trustees of the University of. 
Massachusetts 
Originally having just one campus et Amherst 
the University later added a Boston camp 
and a medical school in Worcester. 
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• Xtl®—^oar d—oF Trustees of Southeastern Massachu¬ 
setts University " 
The Univeristy was created from the merger of 
Southeastern Massachusetts Technological Insti¬ 
tute and two existing technical colleges in 1969. 
• The Board of Trustees of the University of Lowell 
The University was created from the merger of 
Lowell State College and Lowell Technological In¬ 
stitute in 1973. 
• The Board of Regional Community Colleges [MBRCC) 
The community college system had begun under the 
initiative of farmer Governor Foster Furcolo and 
has grown to fifteen community colleges (Houli¬ 
han , 1986b, p. 182). 
The MBRCC’s duties included the responsibility of de¬ 
termining the need for education at the community and jun¬ 
ior college level in Massachusetts and the development and 
execution of a comprehensive plan to meet this need. It had 
the authority to establish and maintain regional community 
colleges at suitable locations. Furthermore, the MBRCC had 
the jurisdiction to construct, lease, or otherwise provide 
any facilities for those colleges, including the right to 
obtain land by the process of eminent domain under the pro¬ 
visions of Chapter 79. It was clearly understood that its 
authority would not be superseded or subject to any other 
state board, bureau, department, or commission except as 
provided in Chapter 15, Section 28, General Laws (Shively, 
1980) . 
The membership of MBRCC as stipulated in Chap¬ 
ter 15, General Laws, section 27, consisted of 
17 members: 
- Chancellor of the Board of Higher Education 
- Commissioner of Education 
- President of the University of Massachusetts 
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- President of a state college elected annual¬ 
ly by the presidents of the state colleges, 
including the Massachusetts Maritime Acade¬ 
my 
- President of a Massachusetts technical insti¬ 
tute elected by the presidents of such tech¬ 
nical institutes 
- Chairfperson] of the Student Advisory Commis¬ 
sion to the [MBRCC] 
- Eleven members appointed by the Governor, at 
least one of whom shall be the president of 
a private college, university, or junior in 
the Commonwealth, and at least two of whom 
shall be women. 
The members shall serve without compensation but 
shall be reimbursed for their actual and necessary 
expenses incurred in the performance of their 
duties ... The Governor shall from time to time 
designate one of the members a chair[person]. 
Members of the board do not receive compensation 
and may not provide professional or business ser¬ 
vices to any of the institutions for reimburse¬ 
ment. Under present law, this would be consider¬ 
ed an illegal conflict of interest (Shively, 
1980, p. 8) . 
Furthermore, each community college governed by the 
MBRCC was allowed by Chapter 15, Section 34, General Laws, 
to have a Community Advisory Board which consisted of ten 
members appointed by the Governor. The members had to be 
residents of the region served by the college and at least 
one member of each Community Advisory Board had to be a 
representative of business and one had to be a representa¬ 
tive of labor. At times, the community Advisory Board 
would be in conflict with the MBRCC. When such impasses 
occurred, the community college presidents found themselv 
in the middle of these conflicts. These disputes certainly 
did not assist the colleges involved in obtaining the re¬ 
sources they needed to develop ne. programs, acquire and 
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expand Facilities, and increase administrative resources 
(WolFman, 1985a). 
In addition to the Community Advisory Board For each 
community college, the MBRCC also was provided by the law 
with a student Advisory Board (SAB) and Faculty Advisory 
Board (FAB). The Student Advisory Board consisted oF a stu¬ 
dent representative elected by his/her peers at his/her 
community college. In turn, these FiFteen representatives 
elected From themselves a spokesperson to the MBRCC For a 
one year term who was assigned to a permanent MBRCC commit¬ 
tee and who had the same privileges and responsibilities as 
a MBRCC member. The FAB, on the other hand, was composed oF 
Faculty members elected by the Faculty at each oF the FiF¬ 
teen community colleges. FAB representatives to the MBRCC, 
although allowed to address the MBRCC members, were not 
given voting rights. Another group that interacted with the 
MBRCC was the Community College Presidents' Council. The 
Council was advisory in nature; met once a month; and made 
recommendations to the MBRCC. The MBRCC was known to have 
reFerred recommendations presented to it by the FAB and the 
SAB to the Presidents' Council For their comment (Shively, 
1980). The Presidents' Council was organized into commit¬ 
tees such as Administration and Finance; Educational AF- 
Fairs; Personnel; Steering; and Facilities and Sites. It 
also collaborated with the community college Deans' oF 
Academic AFFairs Council in order to establish policy re- 
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commendations For the MBRCC (Shively, 1980). 
The legislation also created the Board of Higher Edu¬ 
cation as the state wide coordinating agency For public 
higher education. The board consisted oF seven members ap¬ 
pointed by the Governor and one member elected From each oF 
the segmental boards. Its mandated responsibilities "in¬ 
cluded planning, data collection, budget preparation, ad¬ 
ministration oF state scholarship programs, approval oF new 
degree programs For independent institutions, and aFFirma- 
tive action. Also, Functioning under the umbrella oF the 
Board oF Higher Education was the Post Secondary Commis¬ 
sion, a Federally Funded agency which administered Federal 
educational grant programs in the Commonwealth" (Houlihan, 
1986b, p. 182). In addition, the Secretary oF Education 
served as advisor to the Governor on issues pertaining to 
education; made recommendations on behalF oF the Governor 
regarding budget and capital outlay needs; and acted as a 
liason between the public and the academic community. 
The governance of the public higher education in Mas¬ 
sachusetts gradually began to be questioned by the academ¬ 
ic, public, and legislative communities. Proposals brought 
forth advocated the creation of a stronger central board; 
the elimination of competing statutory authority xhich 
existed among the various segmental boards; and the remov¬ 
al of the Board of Higher Education and the Secretary of 
Educational Affairs Office. In September 1977, the Legible. 
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ture established a special legislative commission to ex¬ 
amine the issue of reorganization [Chapter 12 of the Acts 
and Resolves of 1977, later extended). This special com¬ 
mission was composed of twenty members: Five state sena¬ 
tors, ten state representatives, the Chancellor of the 
Board of Higher Education, and nine persons appointed by 
the Governor. The Commission's existence was placed on hold 
during the gubernatorial election compaign of 1978. It was 
revived and resumed its activities in May 1979 (Chapter 2 
of the Acts and Resolves of 1980). The new Commission had 
twenty-five members; five state senators; ten state repre¬ 
sentatives; and ten persons appointed by the Governor. Ser¬ 
ving as ex-officio members were the Secretary of Education¬ 
al Affairs, Commissioner of Education, and the Chancellor 
of the Board of Higher Education. Two sub-committees, which 
were formed in January 1980, studied the need to restruc¬ 
ture public higher education in Boston and the need to re¬ 
organize the governance of the whole public higher educa¬ 
tion system. Public hearings afforded all interested and 
concerned parties the opportunity to testify about the 
need to realign the entire system (Houlihan, 1986b). 
The Commission members agreed that a central board of 
increased authority was needed in order to have the power 
to recommend a "single unified budget for the system [all 
three segments] and to selectively shift funds among in¬ 
stitutions ... One of the main complaints with the system 
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as it then operated was that it required duplicative bud¬ 
get hearings and encouraged competitive institutional lob¬ 
bying For state Funds” (Houlihan, 1986b, p. 184). Beside 
budgetary authority, the Commission envisioned a central 
board which could phase out programs in the public higher 
education sector; be responsible For personnel and col¬ 
lective bargaining agreements; initiate, monitor, and over¬ 
see state wide planning; and encourage and approve new pro¬ 
gram development. 
In May 1980, two reports were submitted by the Commis¬ 
sion. The majority report recommended that segmental repre¬ 
sentation on the central board was to be terminated, and 
the Secretary oF Educational AFFairs would only serve as an 
advisor to the Governor . It also advocated the Following. 
. establishing a 21 member Board oF Governors 
as the central authority For public higher 
education; members to be appointed by the 
Governor, but all candidates to be screen¬ 
ed by an 11 member nominating commission 
granting the Board oF Governors the respon¬ 
sibility and authority to submit one con¬ 
solidated budget For the entire system to 
the Legislature; transFer Funds among and 
between the twenty-eight institutions with 
the approval oF the Senate and House Ways 
and Means Committees and the Secretary o 
Administration and Finance; approve new 
academic programs and terminate programs 
and degrees; set tuition levels For the sys¬ 
tem; coordinate collective bargaining eFForts 
oF the segments; prepare a Five year plan For 
the system; and administer all state scholar¬ 
ship programs 
establishing a 11 member advisory boards For 
the state colleges and universities; 10 mem- 
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bers to be appointed by the Governor and 
one student to be elected From each cam¬ 
pus (Houlihan, 1986b, p. 184). 
A minority report recommended that the Board of Higher 
Education, Office of the Secretary of Education, and the 
segmental boards be terminated. Furthermore, there will be 
no nominations commission to interview and review candi¬ 
dates for the board. It also recommended the following: 
. establishing a 15 member Board of Regents; 
members to be appointed at large by the 
Governor 
. granting the Board of Regents the follow¬ 
ing authority and duties to recommend a 
unified budget for public higher educa¬ 
tion to the Governor and the Legislature, 
receive a one line budget appropriation 
for the system and disburse funds to the 
individual institutions; to approve new 
academic programs as well as terminate 
old programs, divisions, schools, colleges 
and institutions; to serve as employer and 
establish personnel policies throughout 
the system, and to conduct all collective 
bargaining; to establish tuition levels 
throughout the system; to be responsible 
for all real property used by the system; 
to establish admissions standards for the 
system; to administer all grants, gifts, 
and trusts received from private founda¬ 
tions; to prepare a five year plan for the 
system; and to administer all state scholar¬ 
ship programs 
establishing 9 member councils for each in¬ 
stitution; members to be appointed by the 
Governor; councils to have the following 
authority: appoint the president, with the 
approval of the Board of Regents; appoint, 
transfer, dismiss, and award tenure to per¬ 
sonnel as delegated by the Regents; estab¬ 
lish and submit to the Regents for authori¬ 
zation maintenance and capital outlay re¬ 
quests; transfer funds between and among 
the accounts of the institution; set fees, 
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and develop a Five year plan and mission 
statement For the institution For approval 
by the Board oF Regents (Houlihan, 1986b, 
p. 185). 
The ConFerence Committee, while deliberating the FY'81 
state budget, addressed and settled the challenge oF reor¬ 
ganization. The plan adopted was based on the minority re¬ 
port oF the special commission and was appended to the FY' 
81 budget as an outside section--Sections 103-134 oF Chap¬ 
ter 3S9 oF the Acts and Resolves oF 1980 (Houlihan, 1986b). 
A Board oF Regents oF Higher Education, as the governing 
authority, was established along with separate boards oF 
trustees For each oF the community and state colleges and 
universities. The OFFice oF the Secretary oF Educational 
AFFairs, Board oF Higher Education, and the existing seg¬ 
mental boards were abolished. "The Board oF Regents was 
established as oF August 1 , 1980, and [was] granted a sev¬ 
en month period to coordinate a transition with its pre¬ 
decessor governing board and authorities. EFFective 
March 1, 1981, the Board oF Regents became the First over¬ 
all governing authority with statutory jurisdiction and 
control over this reconstituted system oF Massachusetts 
public higher education" (Houlihan, 1986b, p. 186). It al¬ 
lowed the appointment to the Board oF Regents, persons 
with aFFliations with private colleges, and it encouraged 
cooperative planning between public and private institu¬ 
tions oF higher learning (Turner, 1986b). 
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This new board represented a major departure From a 
loosely coordinated system of higher education which had 
been in place as regional boards of each segment. Chapter 
15A allowed for a juxtaposition of a central governing 
board with strong budgetary and programmatic authority with 
individual boards of trustees which were given substantial 
responsibility for the management and administration of in¬ 
dividual colleges and universities. The Board of Regents 
has governing authority over all public institutions and is 
charged with overseeing the process of private sector char¬ 
ter and licensing review and approval (Duff, 1982). 
Governance, defined as authoritative direction, is a 
policy making function as distinguished from the adminis¬ 
trative function of policy implementation. The members of 
the Board of Regents and boards of trustees are chosen by 
the Governor of Massachusetts and are afforded administra¬ 
tive staffs which study and formulate policy options so 
that the members of these governing boards can provide nec¬ 
essary policy direction and oversight. A Chancellor is 
hired by the Board of Regents to coordinate their staff. 
As chief executive officer of the Board of Regents, the 
Chancellor assists the Board in determining the priorities 
for policy considerations; providing options for these pol 
icies as they are considered; and dealing with the collec¬ 
tive bargaining agreements of the various segments (Duff, 
1982). However, not everyone perceives the Chancellor as 
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unfettered from outside influences. Critics ask how a pub¬ 
lic official as the Chancellor of public higher education 
can be truly independent while accepting cash from corpora¬ 
tions . 
The Duff Fund [former Chancellor] and the 
Jenifer Fund have been established from 
contributions given by high tech firms and 
business persons. David Beaubien, a Regent, 
feels that Chancellor Jenifer is badly 
handicapped because he lacks a discretion¬ 
ary fund to pay for entertainment, travel, 
and other costs not covered by the State. 
Beaubien claims the fund is for the sys¬ 
tem, explaining that ’college presidents 
have alumni supported trust funds to dip 
into for such expenditures.' Another Re¬ 
gent Joseph Henson, President of Prime 
Computer, has sent out letters to the cor¬ 
porate sector asking business people to 
contribute between $2000-$10,□□□ for the 
special higher education fund. Henson 
stated that a special sub-committee of the 
Board of Regents will oversee this account. 
[Furthermore, ] Henson indicated that Regents' 
lawyers concluded 'there's no question about 
the legality whatsoever of the fund' (Phil¬ 
lips, 1987b, p. 6] . 
The presidents are the chief executive officers of 
their institutions and are accountable to their board of 
trustees who, in turn, are responsible to the Board of Re¬ 
gents and the Chancellor. They are appointed by the trus¬ 
tees and the president of each public higher education in¬ 
stitution are responsible with appropriate reference to 
collective bargaining agreements for cooperating with in¬ 
ternal governance structures of their institutions (Duff, 
1982). These two parties work in concert with representa- 
and their established governance struc 
tive faculty groups 
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tures and, in some categories of institutions, in personnel 
matters as appropriate (Duff, 1982]. The trustees are en¬ 
trusted with the authority to hold presidents responsible 
for exercising the leadership role necessary to Formulate 
academic policies at the local level institutions and ac¬ 
countable For implementing the policy regulations oF the 
Regents and trustees. They have the Following responsibili¬ 
ties: 
. major policy issues--academic programs, admis¬ 
sions, maintenance and capital budget, person¬ 
nel and labor relations, and master planning 
. administration oF their respective institu¬ 
tions and implementation oF policies estab¬ 
lished by the Board oF Reaents--estab1ish- 
ment and operation oF academic policy and 
programs, establishment oF Fees and trust 
Funds, approval oF personnel actions and im¬ 
plementation oF aFFirmative action programs 
. establishment oF policies necessary For the 
administrative management oF personnel, staFF 
services, and the general business oF the in¬ 
stitution under its authority subject to the 
authority oF the Board oF Regents under the 
provisions oF Chapter 15A (DuFF, 1982, p. 2). 
All presidents and university chancellors participate 
in the Council oF ChieF Executive OFFicers oF Public In¬ 
stitutions oF Higher Education in Massachusetts known as 
the Council oF Public Presidents/Chancellors. The Council's 
objectives are to assist and advise the Chancellor and 
Board oF Regents where appropriate; to develop cooperation 
and mutual support among the several institutions; and to 
promote discussion on principal educational issues. The re 
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solutions adopted by the Council are advisory in nature and 
in no way determine state policy (Bylaws 1). Likewise, the 
chief executive officers of public two year colleges parti¬ 
cipate in the Council of Community College Presidents. In 
1965, the Council was formed to serve as a vehicle for com¬ 
munity college presidents to make recommendations to the 
Chancellor and the Board of Regents (Shively, 1987a). Simi¬ 
lar to the Council of Public Presidents and Chancellors, 
this Council has a chairperson, a vice chairperson, and a 
secretary . It is advisory in nature and has committees 
which address personnel, collective bargaining, budgetary, 
student services, and academic issues. In regard to con¬ 
tractual agreements, the Council has direct impact in re¬ 
gard to non-unit professionals and non-unit classified mat¬ 
ters (Scibelli, 1987a). In addition, the Council recommends 
policies system wide. However, the Regents can override any 
policy which may come into conflict with authorized Re¬ 
gents' policy. Both councils and their proceedings are gov¬ 
erned by the latest edition of Robert's Rules of Order. 
Moreover, the Chancellor works with the boards of trus¬ 
tees and the presidents in order to determine that "policy 
options in these areas which he presents to the Board of 
Regents have reasonable support" (Duff, 1982, p. 2). How¬ 
ever, the Board of Regents are not the highest authority in 
terms of higher education policy in Massachusetts. Accord- 
Richard Kraus (□-Ar1ington), "the Board of ing to Senator 
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Regents never Fully exercised its authority, and the Legis¬ 
lature passed education bills on issues that could have 
been handled by the Regents. This year [1987] ... a Full 
package oF education matters were turned over to [Chancel¬ 
lor] JeniFer by the Legislature's Education committee For 
the Regents to handle" ("JeniFer writes to ... ," 1987, 
p. 22). Chancellor JeniFer concurred with Senator Kraus's 
assessment.' Admitting that "individual lawmakers had set 
higher education policy ... in the past" (Phillips, 1987e, 
p. 25), JeniFer promoted the concept oF the Board oF Re¬ 
gents as the source to set comprehensive policy. He be¬ 
lieved that direction From the State Legislature is re¬ 
quired to make clear "who is in charge and whether there is 
a uniFied system oF higher education in the Commonwealth" 
(Curwood, 1987k, p. 49). Also, the Regents’ Chairperson Ed¬ 
ward Lashman explained that the Regents "can not promulgate 
regulations" (Curwood, 1987k, p. 49). What does occur is 
the Chancellor Forwards to the Legislature "his best judg¬ 
ment, based on detailed analysis oF the issues Facing the 
state higher education system. It’s up to the Legislature 
to set the Commonwealth's policy” ("JeniFer says Legisla¬ 
ture ... ," 1987 , p . 1 ) . 
The growth and success oF the public higher education 
system relies on a productive relationship between the Re¬ 
gents and the executive and legislative branches oF state 
government and the individual boards oF trustees. Chancel- 
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lor Jenifer contended that "the Board of Regents and the 
Massachusetts’ Legislature are forging a unique partnership 
that will create a strong, coordinated policy for state 
colleges and universities” ("Jenifer says Legislature,” 
1987, p. 1). However, the higher education community in 
Massachusetts is not unanimous in support of such a part¬ 
nership. President John Silber, Boston University, express¬ 
ed reservations about the policies of the Board of Regents. 
He believed that the Regents demonstrate a "'policy of un¬ 
bridled expansion in the state sector of higher education 
in [program areas such as nursing, allied health sciences, 
social work, and engineering as well as] reckless [disre¬ 
gard for] the consequences of such expansion to the inde¬ 
pendent sector and the taxpayers’" (Muriel Cohen, 1987c, 
p. 37]. He also objected to community colleges having dor¬ 
mitories because he foresaw their petitioning the Regents 
and the Legislature for baccalaureate degree awarding au¬ 
thority. Furthermore , Silber stated that the crippling of 
private sector higher education by means of the public 
sector’s duplication of programs already in existence is 
not consistent with a healthy economic future for Massachu¬ 
setts. He questioned whether the taxpayers are willing or 
able to "assume the burden of replacing [the private sec¬ 
tor completely]" (Blake, 1987a, p. 1). His public request 
that the Governor and the Legislature's leadership remind 
the Board of Regents of their statutory mission emphasized 
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the Fact that the Board of Regents is not an independent 
body . 
Sample 
The Board of Regents of Higher Education and admini¬ 
strative officers of eight randomly selected community 
colleges were included in the sample of the survey research 
approach used to examine the place of comprehensive liberal 
education as a curricular challenge for community colleges. 
The Chairperson and the Chancellor of the Board of Regents 
were interviewed. The researcher also consulted the Vice 
Chancellors of Academic Affairs, Planning and Program De¬ 
velopment, and Fiscal Management as well as Regents' staff 
members—Fiscal Policy Analysts, Director of Data Quality, 
and Director of Academic Programs and Planning. 
Eight community colleges were visited: 
Eastern Massachusetts Northern Massachusetts 
Bunker Hill Middlesex 
Massachusetts Bay North Shore 
Roxbury 
Western Massachusetts 
Holyoke 
Springfield Technical. 
Central Massachusetts 
Quinsigamond 
The researcher conferred with the following administra 
tive officers at the community colleges: Presidents, Deans 
of Academic Affairs, Directors of Institutional Research, 
Registrars, Deans of Students, Deans of Planning and Re¬ 
search, and Directors of Data Processing. 
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Rating Instruments 
Data were collected From three sources--institutiona1 
documents, interview questionnaires, and statistical in¬ 
formation. 
Institutional Documents 
Five Year Plan: In April 198E, the Board of Regents ap¬ 
proached and issued to all public colleges and universi¬ 
ties guidelines for institutional mission definition and 
directives for planning. These guidelines and directives 
provide the foundation for institutional planning process¬ 
es and the direction for the growth and development of pub¬ 
lic education in the form of a Five Year Plan. This plan 
states clearly the institutional long range goals and ob¬ 
jectives of each community college (Traicoff, 1983a). 
Furthermore, it is the product of a well defined process. 
First, the mission and goals of the college 
are developed and approved by the college 
community. 
Second, external environmental factors are 
continually monitored and assessed in order 
to make relevant assumptions about the ex¬ 
ternal environment and its potential impact 
on the future of the college. 
Third, internal environmental factors are 
analyzed to ascertain institutional strengths 
and weaknesses. 
Fourth, by analyzing external and internal 
environmental realities and formulating 
realistic assumptions, implications can be 
derived which impact on the development of 
reasonable and tangible five year objectives. 
Once the college has determined its long 
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range objectives, the Final planning step 
involves the development of strategies and 
the identification of resources necessary 
to implement the Five Year Plan. Budget re¬ 
quests then are made, in part, on the basis 
of institutional needs For implementation 
of the Five Year Plan (TraicoFF, 1983a, 
P • 4 ) . 
In short, the Five Year Plan presents the unique char¬ 
acteristics of each public institution of higher education. 
These characteristics may be intrinsic in terms of low cost 
and convenient location, or they may be a matter of policy 
or choice as regards academic programs, student support 
services, and quality standards. 
Enrollment Management Plan: The Board of Regents released 
a report in 1983 entitled Shaping the Future of Massachu¬ 
setts Higher Education: Demographic Change and Enrollment 
Prospects and acknowledged the importance of enrollment as 
an issue which impacts the entire public higher education 
system. Institutions were asked to do their own enrollment 
planning, "integrated with the long range planning process 
at the campus and system levels" (Ivan, 1984, p. 1). The 
purpose of this plan is not to "produce immutable Fore¬ 
casts of Future enrollments but rather to enable individ¬ 
ual institutions to assess the potential impact of demo¬ 
graphic changes in those communities most likely to affect 
their enrollment yield" (Ivan, 1984, p. 1). It requires 
institutions to study high school graduation rates, col- 
lege attending rates of traditional and non-traditional 
applicant pools, and enrollment yield rates. The plan also 
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takes into account the data constraints and distinct needs 
of each campus as well as admissions philosophy, residen¬ 
tial opportunities, and special services. Moreover, it in¬ 
cludes an assessment of alternative institutional responses 
to potential enrollment changes and of the implications of 
these responses for institutional program planning and re¬ 
source allocation. The researcher consulted the 1986 re- 
por t s . 
Long Range Plan: All institutions of the public higher edu¬ 
cation system are required by the legislation which created 
the Board of Regents to revise their long range plans each 
year. This plan includes a progress report on the Five Year 
Plan implementation, focusing on any new initiatives pro¬ 
posed; reasons for delays in implementation of previous 
planning recommendations; and a description of accomplish¬ 
ments since the last long range plan update. Also, this 
plan contains a description of the relationship between the 
long range plan and campus fiscal budget priorities. It in¬ 
corporates the findings of state wide and institutional 
program reviews as well as accreditation self-studies and 
reports. Furthermore, it may take into account the steps 
implemented to improve the recruitment and retention of 
minority and other non-traditiona1 students (Ivan, 1984). 
The researcher studied plans for 1982, 1983, 1984, 1985, 
1986, and 1987. 
Strategic Decisions-1987 ; New planning guidelines known as 
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Strategic Decisions have been established to lead institu¬ 
tions to develop a new Five Year Plan as well as a strong¬ 
er relationship between planning and operations. These new 
guidelines intend to accomplish the Following objectives: 
. To give each college and university an op¬ 
portunity, after five years of experience 
as part of a new system, to provide the Re¬ 
gents with a realistic appraisal of the in¬ 
stitution's current status 
. To afford each campus the opportunity to 
reflect upon and reaffirm or revise the 
broad strategic decisions that guide it 
and to identify anew the major issues it 
must address over the next five years 
. To challenge campuses to set specific goals 
of excellence appropriate to their missions 
and to provide the Regents with detailed 
proposals for achieving these objectives 
. To improve long range decision making and 
resource management through integration of 
campus planning and budgetary processes 
(1987-1988 Campus Planning Guidelines, 1987, 
p . 1 ) . 
The rationale for Strategic Decisions is that this 
process provides the basic sense of direction in terms of 
what kind of institution each college or university wants 
to be. It also affords the institutions the opportunity to 
"have their mission statements and to arrive at sharper 
definitions of their goals, objectives, and priorities 
(1987-1988 Campus Planning Guidelines, 1987, p. 2). As in 
the original Five Year Plan, these new plans address each 
institution's mission, character, image, the students and 
communities it serves, the level and distribution of its 
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resources, and the strengths and weaknesses of its pro¬ 
grams. The researcher consulted the Strategic Decisions- 
1987 Reports. 
Liberal Arts and Sciences Program Review-1987: The Board 
of Regents has the authority by means of legislation to 
call for system wide program reviews. The purpose of a pro¬ 
gram review is to ensure that programs meet the following 
. The needs of students and of the Common¬ 
wealth and ensure access 
. The specific standards of quality relevant 
to each type of program for purposes of 
identifying and supporting high quality 
programs and also for identifying programs 
which need improvement 
. The need to affect priorities established 
by the system's long range planning pro¬ 
cess by directing limited resources toward 
appropriate programmatic objectives [Duff, 
1982, p. 55). 
In 1986, public institutions of higher education be¬ 
gan to prepare for the Liberal Arts and Sciences Program 
Review called for by the Regents. As the appropriate ad¬ 
ministrative officers prepared the data required for the 
review, the institutions selected outside evaluators who 
are then approved by the Board of Regents. The institu¬ 
tions were obligated to provide the evaluators with quan¬ 
titative reports on the Liberal Arts Program. After re¬ 
viewing these documents, the evaluators visited the cam¬ 
puses; interviewed some Liberal Arts and Sciences faculty 
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met with some administrators; and observed the campuses. 
Then the evaluators wrote reports on their visits and sub- 
mitted them to their host institution, Xn turn, the insti- 
tutions reviewed the evaluators’ reports and prepared the 
required Final report to the Board of Regents (Wylie, 
1987). According to Dr. Elsa Gomez (1987), Director of 
Academic Programs, Board of Regents, the Liberal Arts and 
Sciences Program Reviews were to be submitted to the Re¬ 
gents by June 1987. 
Budgets: Budget requests are integral steps in the progress 
a college plans to make during any speciFic academic year 
(Scibelli, 1984c). Also, they directly Follow the Formula¬ 
tion oF a college's long range plan. Furthermore, "the col¬ 
lege's Fiscal autonomy is deFined by its ability to re¬ 
request cash advances and move monies From one college ac¬ 
count to another without state approval. Such Freedom al¬ 
lows the institutions to handle unexpected expenditures 
with relative eFFiciency" (WolFman, 1985a, p. 108). The 
Regents have established a two level budget Formula that 
begins with the preparation oF a maintenance budget which 
represents the Funding required to duplicate present op¬ 
erations. This maintenance budget includes narratives, in- 
Flationary adjustments, enrollment adjustments, and addi¬ 
tions or deductions From last year's base to arrive at a 
point oF level operational support (TraicoFF, 1985a). 
Funds are then added to support new programs and services 
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in accordance with the college’s long range objectives and 
priorities as approved by the Regents. 
[In other words,] the annual state appro¬ 
priation is the vehicle through which all 
state agencies are funded. The Board of 
Regents of Higher Education sets policy 
for all public institutions of higher 
learning and awards state maintenance 
funds for the operations of these insti¬ 
tutions . 
The Board of Regents awards funds through 
a formula budget model and a new requests 
component for the public college campuses. 
Theoretically, the budgetary model is a 
formula intended to identify and define 
the basic factors to be considered in de¬ 
veloping a budget request for a given cam¬ 
pus; it also provides a set of rules for 
developing funding level requests. Final¬ 
ly, the formula provides criteria for 
evaluating each funding request submitted 
by the campuses. The formula uses the col¬ 
lege's actual appropriation as the founda¬ 
tion for projecting the succeeding year’s 
base. The formula is comprised of eleven 
components: 
Total Fiscal Year Allocation 
Total funds (01-16) allocated for maintenance 
of college 
Salary Adjustments 
Funds allocated to the college for collective 
bargaining increases 
One Time Deductions 
Funds deducted from the total fiscal year al¬ 
location which represents one time costs 
Annualization 
Additional funds needed to annualize any new 
positions approved during the previous fiscal 
year (Wolfman, 1985a, p. 105). 
Parity 
Funds required to maintain system wide minimums 
for a consistent program of maintenance and re¬ 
pair of facilities and replacement of equipment 
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Enrollment: Gain/Loss 
Addition or deduction oF Funds based on a 
1% or greater diFFerence between Fall pro¬ 
mised and actual enrollments 
High Cost Course Adjustment 
Funds allocated in recognition oF additional 
costs associated with certain programs 
FTE Equalization Adjustment 
Funds allocated to equalize diFFerent dollar 
rates in per FTE growth which have occurred 
sinee F Y ' 8 1 
InFlation 
Additional Funds For support costs and utili¬ 
ties based on an inFlation Factor determined 
by the Regents 
Proposed Inter-Subsidiary 
Funds transFerred to and From other subsidiar¬ 
ies aFter application oF the above adjustment 
Mandatory Special Consideration 
Additional maintenance obligations occurring 
in an upcoming Fiscal year as a result oF the 
new building scheduled For occupancy and data 
processing roll-over costs and maintenance 
associated with pick up oF donated data pro¬ 
cessing equipment 
The new requests are comprised oF Five major 
areas: ( 1 ) Instructional Program; (2) Instruc¬ 
tional Support; (3) Management/Administration; 
(4) InFormation Systems; and (5) Plant. 
Evaluations and recommendations For Funding in 
each new request category are developed in ac¬ 
cordance with the Regents' priorities and the 
speciFic criteria outlined by the Regents. 
In order to comply with the Regents' budget pro¬ 
cess as described above, a college begins its 
internal planning process in January oF each 
Year (WolFman, 1985a, p. 106). 
However, "problems arise when the budget leaves the 
Regents and enters the multi-leveled political process that 
ultimately results in allocation. By the time [the budget] 
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reaches the colleges, many adjustments have been made, 
which impact the colleges’ ability to operationalize 
[their] long range plans" (TraicoFf, 1985a, p. 3). In other 
words, the budget may experience cuts in maintenance Funds 
while Funding new programs with the consequent increase in 
enrollment. Community colleges then are required to reach 
FTE [Full Time Equivalent] levels without the "necessary 
underpinnings oF adequate operational support" [TraicoFF, 
1985a, p. 4]. 
The planning process adopted by the Regents 
is extremely diFFicult as Far as budget im¬ 
pact and budgetary projections are concerned. 
In planning For FY’85, community colleges 
submitted materials in May oF 1983 to the 
Regents. Community colleges do not know the 
FY'84 allocation, so they must assume items 
are Funded in FY'85. However, iF these items 
are not, then the FY'86 planning inFormation 
is already obsolete with its concurrent im¬ 
pact on subsequent Fiscal years. Until the 
items can be more closely coordinated at 
the state level, the Regents will have to 
remain Flexible in their allocation process 
[Van Winkle, 1984c, p. 1). 
Consequently, public colleges and universities will 
be held increasingly accountable. Appropriations will be 
based on a "Formula based budgeting process which includes 
productivity and perFormance evaluation measurements as 
major pieces" (TraicoFf, 1983a, p. 27). Community colleges 
will need to continue to monitor Faculty and staFF pro¬ 
ductivity and to improve on their planning and management 
inFormation systems. TraicoFF (1985a) recommended that com 
munity colleges incorporate good short range planning sys- 
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terns. By doing so, he proposed ’’there is more opportunity 
to keep some control and thus keep a greater degree of 
connectedness between long range planning and budget allo¬ 
cations” (p. 4). The researcher studied budgets For Fiscal 
years 1985, 1986, 1987, and 1988. 
College Catalogs: Catalogs For the academic years 1985 to 
1988 were consulted by the researcher. They serve as in¬ 
troductions to the community colleges and their many pro¬ 
grams and services. They provide inFormation about college 
policies, admissions, grading, Financial assistance, cur- 
curiculum, academic programs, course descriptions, person¬ 
nel, college Facilities and resources, and location. 
The researcher reguested these documents From each oF 
the eight community colleges and Board oF Regents. The 
presidents or administrative oFFicers designated by them 
assumed the responsibility oF Forwarding the materials. The 
Following oFfices oF the Board oF Regents with the approval 
oF the Chancellor responded to the researcher's reguest: 
OFFice oF Planning and Research—Five Year Plans, Enroll¬ 
ment Management Plans-1986, Long Range Plans-FY'82, '83, 
'84, and '85, and Strategic Decisions Plans-1987; OFFice 
oF Fiscal Management--FY’85, '86, ’87, and '88 budgets; 
and OFFice oF Academic AFFairs--Libera 1 Arts and Sciences 
Program Reviews- 1987. 
Interview Questionnaires 
The guestionnaires [See Appendix A] were used by the 
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researcher as a device to structure the context of the 
schdeuled interviews held with the administrators of the 
Board of Regents and the eight randomly selected community 
colleges. The intent of interviewing the Board of Regents' 
staff was to gather information about the structure of 
public higher education in Massachusetts in terms of gov¬ 
ernance, mission, and programming and to ascertain the Re¬ 
gents' awareness of the role of liberal arts in the com¬ 
munity college curriculum. The researcher sought to inter¬ 
view the Chairperson of the Regents; the Chancellor; Vice 
Chancellors of Academic Affairs, Fiscal Affairs, and Plan- _ 
ning; Director of Data Quality; Director of Planning and 
Research; and Fiscal Policy Analysts. All agreed to be in¬ 
terviewed except one Vice Chancellor. On the other hand, 
the purpose of consulting the Presidents and Deans of Aca¬ 
demic Affairs of community colleges was to learn about the 
types of degrees offered; the colleges' missions and goals; 
programming; and the place of Liberal Arts and Sciences in 
the colleges’ academic curriculum. All agreed to be inter¬ 
viewed except one Dean of Academic Affairs. 
Statistical Information 
The researcher developed a statistical information re 
quest Form [See Appendix B] in order to uniformly gather 
data about the liberal arts program, its electives, and 
its requirements; student enrollments; student demograph¬ 
ics; course offerings; course enrollments; student trans- 
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Fer to community colleges; and community college student 
transfers to Four year institutions For the Following 
periods of time: Fall 1985, Spring 1986, Fall 1986, and 
spring 1987. The researcher presented and discussed this 
Form with each of the chief executive officers during the 
scheduled interview. 
Procedure in Gathering Data 
The survey research approach provided Far data to be 
collected in a sequential manner. The steps involved get¬ 
ting letters of introduction written; scheduling inter¬ 
views; determining a research scedule at the Regents; send¬ 
ing letters confirming the researcher's submission of data 
requests; and making Follow-up telephone calls. 
Step 1: Letters of Introduction 
In December 1986, the researcher met with President 
Harold Shively of Bunker Hill Community College where shp 
Is a Faculty member. She requested that he write a letter 
of introduction to the presidents of the community colleges 
involved in the sample. He agreed and wrote letters of in¬ 
troduction which described the researcher's teaching tenure 
in the Massachusetts' community college system; endorsed 
the thesis of her doctoral dissertation; and encouraged his 
Fellow presidents’ cooperation. The researcher also confer¬ 
red with Dr. Kathleen Assar, Chairperson of the Community 
College Council of Deans of Academic Affairs, and asked her 
._^L__ = ' c thesis to her colleagues. She 
to introduce the researcher's 
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did so by directly contacting the other Deans of Academic 
Affairs and informing them of the researcher's intentions 
to interview them. 
Step 2: Interviews 
Starting in December 1986, the researcher scheduled in¬ 
terviews with the administrative officers of the Board of 
Regents and randomly selected community colleges once the 
letters of introduction were sent by President Shively. Be¬ 
fore approaching the Regents' staff to ask for access to 
necessary documents, the researcher met with Chancellor 
Franklyn Jenifer and then with Edward Lashman, Chairperson 
of the Board of Regents. During the interviews, she deline¬ 
ated the objectives of the dissertation; described the data 
she needed; and sought their approval to meet with members 
of the Regents’ staff in order to acquire the necessary 
materials and information. Subsequently, once the approval 
was given, the researcher met and interviewed the Vice 
Chancellor of Academic Affairs, Dr. Norma Rees; the Asso¬ 
ciate Vice Chancellor of Academic Affairs, Dr. Tossi Tay¬ 
lor; Vice Chancellor of Fiscal Management, John Finnegan; 
and Vice Chancellor of Planning and Research, Dr. Peter 
Mitchell. The Vice Chancellors approved the researcher's 
requests to meet with their appropriate staff and agreed 
to provide access to the requested documents. Eventually, 
the researcher consulted the Director of Data Quality, 
Ronald Biron; Director of Academic Programs, Dr. Elsa 
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Gomez; and Director of Planning, Laura Clausen. She also 
discussed her data requests with administrative staff as¬ 
sociates in the Office of Academic Affairs, Jay Littell 
and Catherine Smith, and Fiscal Policy Analysts, Karen Say- 
les and Trisch Kruza . Moreover, the Chancellor agreed to 
allow the researcher to work directly at the Regents’ of¬ 
fice in order to study the necessary documents. The re¬ 
searcher was afforded office space by the Vice Chancellor 
of Fiscal Management, John Finnegan. She posted a schedule 
of her research hours in the Offices of Academic Affairs, 
Fiscal Management, and Planning and Research. Each sched¬ 
ule was accompanied with a log in which the researcher in¬ 
dicated her arrival and departure times of her visits to 
the Regents' office. 
Similarly, the researcher met and received the approv¬ 
al of the eight community college presidents before she 
contacted any administrative officers. During the inter¬ 
views, she described the objectives of the dissertation 
and the data she needed. Moreover, she received the as¬ 
surance of the presidents that they would inform their 
staff about her request to meet with them in order to 
gather specific data as well as their approval of her cam¬ 
pus visits and subsequent interviews with other admini¬ 
strators. In addition, the presidents, once reviewing the 
statistical information request [See Appendix B] refer¬ 
red the researcher to the following personnel—Deans of 
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Academic Affairs, Directors of Institutional Research and 
Development, Registrars, Deans of Students, and Directors 
of Data processing. Only after having received the approval 
of the Presidents did the researcher then schedule inter¬ 
views with the Deans of Academic Affairs. 
Step 3: Correspondence 
After the researcher completed the interviews of all 
appropriate administrators of the individual campuses, she 
let a period of time transpire in order to enable the col¬ 
leges to gather the documents and data she requested. Her 
letters contained references to the scheduled appointment 
date and to the nature of the interview. In the correspon¬ 
dence , she described once again the materials she requested 
and mentioned the individual institution's agreement to 
provide them. She included a statement discussing how she 
planned to pick up the materials if mailing the documents 
would not be feasible. 
Step 4: Follow-Up Telephone Calls 
Once again, the researcher waited for a response from 
the community colleges to her letters. In those circum¬ 
stances where she did receive responses--written or verbal, 
she acted in accordance to them. When no responses were 
forthcoming, she made follow-up telephone calls referring 
to her correspondence and continued to call until she re¬ 
ceived clarification of the respective college’s intent to 
provide the data as originally agreed. 
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Table 1 points out the degree of response For the docu¬ 
ments and statistical information by each sample community 
college. Only one community college, Holyoke, responded 
100% and provided the researcher with all she requested: 
Five Year Plans; 1986 Enrollment Management Plan; 1982, 
1983, 1984, and 1985 Long Range Plans; 1987 Liberal Arts 
and Sciences Program review; 1987 Strategic Decisions Plan; 
FY’85. ’86, '87, and ’88 budgets; 1985-1986 and 1986-1987 
college catalogs; and statistical information concerning 
student enrollments and demographics; course offerings and 
enrollments; and student transfers for Fall 1985, Spring 
1986, Fall 1986, and Spring 1987 terms. Springfield Techni¬ 
cal provided 67% of all the documents requested. Six com¬ 
munity colleges provided less than 50% of all the documents 
requested: Bunker Hill (33%); Mass Bay (7%}; Middlesex 
(33%]; North Shore (40%]; Roxbury (33%]; and Quinsigamond 
(0%]. Sixty-three percent of the community colleges submit¬ 
ted to the researcher their Five Year Plans and Liberal 
Arts and Sciences Program Reviews of 1987. Twenty-five 
percent offered their Enrollment Management Plan of 1986. 
Seventy-five percent provided the researcher some statis¬ 
tical information according to her requests [See Appendix 
B]. Moreover, 75% of the community colleges made their 
college catalogs for 1985-1986 available, and 88% had their 
catalogs for 1986-1987 available for the researcher. How¬ 
ever, only 13% had their FY’85 budgets and 25% provided the 
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researcher with FY’86, FY’87, and FY’88 budgets. Also, only 
25% submitted to the researcher their Strategic Decisions 
Plan of 1987. In regard to the long range plans, the res¬ 
ponses varied. Thirteen percent gave the researcher copies 
of their 1982 and 1983 long range plans. Twenty-Five per¬ 
cent gave her their 1984 long range plans while 38% sub¬ 
mitted to the researcher their 1985 long range plan. 
Table 2 depicts the response of the Regents to the 
researcher's request For documents concerning the eight 
community colleges under study. The Regents were able to 
provide 74% of all the documents as listed in Table 1 con¬ 
cerning Holyoke Community College. The Regents had 60% of 
the documents For Mass Bay, North Shore, and Quinsigamond. 
In contrast, the Regents only provided 47% of the documents 
For Bunker Hill, Roxbury, and Springfield Tech and 40% of 
these documents For Middlesex Community College. In regard 
to the types of documents made available, the Regents had 
100% compliance with the requests For Five Year Plans and 
budgets For FY’85, FYT86, Fy’87, and FY'88. They had 50% 
compliance For Liberal Arts and Sciences Program Review 
Repports of 1987 and Enrollment Management Plans of 1986. 
In contrast, the Regents had 0% with requests For college 
catalogs and statistical information requests. Also, the 
Regents had 13% of the 1982 Long Range Plans and Strate¬ 
gic Decisions Plans of 1987. Concerning the 1983 Long 
Range Plans, the Regents had 25% compliance and 88% com- 
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pliance of the 1984 Long Range Plan of all the eight com¬ 
munity colleges studied. 
Table 3 reveals that the Regents and eight community 
colleges complied to the researcher's request For documents 
and statistical data 43.4% and did not comply 56.6%. Docu¬ 
ments such as the budgets (62.5%) and Five Year Plans 
(81.5%) were made available. Yet, both groups did not re¬ 
spond to the statistical data requests oF the researcher 
to any signiFicant extent, only 37.5% compliance. Further¬ 
more, the groups' compliance to requests For the Following 
documents was minimal: 1982 Long Range Plans (13%0; 1983 
Long Range Plans (19%); and Strategic Decisions Plans oF 
1987 (19%). 
Table 4 indicates the oFFices to which the researcher 
was directed by the presidents oF the community colleges in 
order For her to get the documents and statistical data as 
she needed. The presidents oF Holyoke and Quinsigamond were 
the sources For most oF the documents. Roxbury's Assistant 
to the President, on the other hand, was the staFF person 
designated to provide the researcher with the necessary 
documents and data. In contrast, the Deans oF Academic AF- 
Fairs oF Mass Bay and Middlesex were the administrators 
designated as the sources oF the researcher's requests 
while at Bunker Hill, the Dean oF Planning and Research 
was the administrator identiFied as a resource For the 
college documents end statistical data. The Directors of 
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TABLE 3 
PERCENTAGE OF RESPONSES TO REQUESTS FOR DOCUMENTS 
BY REGENTS AND BY EIGHT COMMUNITY COLLEGES 
Documents 
Requested 
Regents 
Compli¬ 
ance 
and Colleges 
Non-compli- 
ance 
Five Year 
Plan a i. 5% 18.57. 
Enrol1ment 
Plan-1386 37.5% 62.57. 
Long Range 
P 1 an 
1982 13.0% 87.07. 
1983 1 9.0% 81.07. 
1984 56.57. 43.57. 
1985 56.57. 43.57. 
Liberal Arts 
Program-1987 56.57. 43.57. 
Strategic Oe- 
cisions-1987 19.07. 8 1.07. 
Budgets 
FY ’ 85 56.57. 43.57. 
FY 1 86 62.57. 37.57. 
FY ' 87 62.57. 37.57. 
FY ’ 88 62.57. 37.57. 
Catalogs 
1985-1986 37.57. 62.57. 
1986-1987 44.07. 56.07. 
Statistical 
Information 37.57. 62.57. 
Total 43.4% 56.6% 
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Institutional research of North Shore and Springfield Tech¬ 
nical were identified for the researcher as resources for 
all her data and document requests. Moreover, the Deans of 
Academic Affairs at Bunker Hill, Holyoke, Mass Bay, North 
Shore, and Springfield Technical provided copies of their 
Liberal Arts and Sciences Program Reviews for 19S7 as well 
as college catalogs. 
CHAPTER 4 
RESULTS OF THE STUDY 
This chapter discusses the methodology and results ob¬ 
tained From the treatment of the data collected From the 
Massachusetts Board oF Regents oF Higher Education and eight 
randomly selected community colleges. Three objectives are 
considered and examined. 
The First Objective 
Introduction 
The First objective was to identiFy the extent to which 
the mission and goals oF community colleges in Massachusetts 
include liberal arts learning. The researcher acquired a 
sense oF the community college mission by interviewing the 
Regents and community college presidents and by getting re¬ 
sponses From the presidents in regard to their attitudes to¬ 
ward the degrees their colleges oFFer. The researcher wanted 
to determine iF the mission oF their college was reFlected 
in their explanation oF the value and role oF the degrees 
their college grants. AFter the researcher interviewed the 
presidents oF community colleges in order to learn their 
perceptions oF the importance oF the degrees their college 
grants their students, she then examined what the admini¬ 
strators considered the role oF these degrees in regard to 
the entire scope oF higher education in Massachusetts. Be- 
Fore the researcher concluded her study oF the mission oF 
community colleges, she sought to learn how much autonomy 
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community colleges do have in regard to establishing the 
goals which reflect the mission statements. Her intent was 
to learn if, in Fact, the community colleges had the author¬ 
ity to promote a greater emphasis on liberal arts learning 
if they so desired. 
Direction of Public Higher Education 
To understand the role of liberal arts, one must First 
comprehend the philosophical direction of the Massachusetts 
public higher education system. The Honorable Governor Mi¬ 
chael Dukakis stated in a campaign position paper, "Economic 
Prosperity and Jobs for Our People,” that the future of Mas¬ 
sachusetts relies on the strength of its economy. "He artic¬ 
ulated that a healthy, vibrant, and prosperous economy pro¬ 
vided people with jobs they needed and that a strong private 
sector was the foundation for needed public services" (Pe¬ 
terson, 1983a, p. 18). Governor Dukakis acknowledged that 
the creation of employment opportunities was not sufficient. 
"Without a tradition of education excellence, Massachusetts 
would be an economic wasteland. The eighties called for more 
and better education—not less" (p. 19). To respond to the 
challenge, the Governor advocated increased State support 
for the public higher education sector. Garrison (1983) sup¬ 
ported the Governor's description of the relationship be¬ 
tween business and education. "The national and internation¬ 
al marketplaces are forcing American business, industry, and 
education to change their methods of doing business. Col- 
* * 
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leges that refuse to build and cross the bridges demanded 
by new technology and local employment needs will be left 
stranded on the roadside, watching the traffic go whitting 
past" (Garrison, 1983, p. 23). 
Despite the significance of public higher education 
to the growth of the Commonwealth in terms of human re¬ 
sources and economy, Chancellor Joseph Duffey, University 
of Massachusetts, Amherst, admitted that there is in Massa¬ 
chusetts "a lingering ambivalence about public higher edu¬ 
cation" (Curwood, 1987r, p. 24). In some circles, it is 
considered a recent innovation. In others, it is considered 
low priced competition For the private institutions of 
higher education. In still other circles, public higher 
education is regarded as a second class citizen of the Com¬ 
monwealth. Chancellor Franklyn Jenifer (1986a), Board of 
Regents, explained that the Massachusetts public higher 
education system has experienced fifteen years of capital 
austerity. "There is a broad consensus that the condition 
of our college and university facilities requires immediate 
attention if we are to sustain our commitment to excel¬ 
lence" (p. 2). Furthermore, Dr. Jenifer believed both ex¬ 
cellence and access should merge to improve public higher 
education (Curwood, 1986d). 
Massachusetts stands above the national aver¬ 
age in the percentage of its 17 and 18 year 
olds who graduate from high school (i.e., Mas¬ 
sachusetts 78.9% versus U.S. 72.0%), but fares 
less well among industrial states. The Common- 
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wealth also lags in terms of the proportion 
of the graduates going on to college. For 
example, in Connecticut, of the 81% oF the 
age group which graduates From high school, 
approximately 60% go on to post secondary 
study; in Massachusetts, the Figures is 
only 50%. Connecticut is a somewhat wealth¬ 
ier state than Massachusetts but has a high¬ 
er percentage oF minorities in its high 
school population. Its record, thereFore, is 
a plausible model oF Future trends in Massa¬ 
chusetts (DuFF, 1983, p. 25). 
Board oF Regents 
Chancellor JeniFer (1986a) proposed that public higher 
education should address a broad range oF educational needs 
which encompass those oF the individual, the proFessions, 
business, industry, and the Commonwealth. JeniFer (1986b) 
admitted that despite the signiFicant progress made in re¬ 
gard to providing equal opportunity and ensuring non-dis¬ 
crimination in the Massachusetts public higher education 
system, ’’the lingering eFFects oF those past practices and 
policies are still maniFested in the under representation 
oF minorities and women within the Faculty ranks and stu¬ 
dent enrollments" (p. 3). In view oF the work yet to be 
done in the Fostering oF excellence and access, the Massa¬ 
chusetts public higher education system stands ready to 
meet the challenge. OF its three segments--community col¬ 
leges, state colleges, and universities-the community col 
leges represent the Foundation From which students can 
build their academic and career Futures. According to Ed¬ 
ward Lashman (1987), Chairperson, Massachusetts Board oF 
Regents oF Higher Education, the mission oF community col- 
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leges is cl ear. 
First, community colleges provide the opportunity for 
students to have access to a Four yean undergraduate liber¬ 
al arts education when they do not follow the traditional 
path of going directly to a Four year college or university 
directly From high school. Second, community colleges pro¬ 
vide training in certain job skills in order to meet the 
demands of the marketplace. They should adjust their cur¬ 
ricula to meet these demands, Lashman stated. Third, com¬ 
munity colleges provide opportunities For non-traditiona1 
students--o1der students, welfare recipients, unemployed 
workers, English as a Second Language students, and em¬ 
ployees who need to retrain--to acquire whatever level of 
eduation they desire or are capable of attaining. Lashman 
contended that the third mission of community colleges is 
harder to specify because the nature of the category of 
students whose needs are more varied than the traditional 
college student is more Fluid. In short, the community col¬ 
leges aerve as the pointmen of the entire public higher 
education system. Their mission as designated by the Board 
of Regents (Duff, 1982] is to provide sound academic in¬ 
struction, low cost tuition, open access admissions, and 
responsive and innovative education programs to meet the 
needs of the community they serve. They are called upon to 
provide ’’educational and counseling services to reduce the 
social, pyschological and Financial barriers which discour- 
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age enrollment and program completion” (p. 19). T0 say that 
community colleges' principal Focus is on liberal arts 
learning would be incorrect. The Regents are clear when 
they they mandate the mission of community colleges. All 
community colleges will do the Following: 
. provide a primary emphasis on excellence 
in instruction 
. provide associate degree programs which 
prepare individuals For paraproFessiona1, 
technical, and service occupations 
. provide associate degree and special pro¬ 
grams which prepare qualiFied individuals 
to transFer to baccalaureate degree and 
other programs 
. provide certiFicate programs in special¬ 
ized career and vocational areas 
. have primary responsibility within the 
public system For basic skills assess¬ 
ment and developmental education pro- 
gr ams 
. provide community service and continuing 
education programs, community development 
programs and services, special programs 
For business, industries and agencies, 
cultural activities and other programs, 
services and activities as are needed and 
appropriate For their service areas (DuFF, 
1982, p. 20). 
The Regents have indicated that each community college 
will develop a mission statement which speciFies its major 
strengths and programs and which reFlects the educational 
needs oF the local service areas. Each board oF trustees oF 
individual colleges is to ensure institutional quality con¬ 
sistent with the mission statements. Some Factors which 
contribute to institutional quality are as Follows: 
Faculty qua 1iFications consistent with in¬ 
stitutional mission 
library resources and capacity appropriate 
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to program needs 
. provisions of necessary equipment, physi¬ 
cal Facilities, and other educational re¬ 
sources 
an overall intellectual climate designed 
to cultivate and utilize all of the above 
resources (Duff, 1982, p. 21]. 
When interviewed, Dr. Tossi Taylor (1987), Associate 
Chancellor of Academic Affairs, Massachusetts Board of Re¬ 
gents, indicated that the Associate in Arts degree advo¬ 
cates the civilizing of community college students, many of 
whom enroll not to become comprehensively educated but 
rather enroll to be trained for immediate employment by 
means of the Associate in Science degree or the certificate 
program. Dr. Taylor explained that the Associate in Applied 
Sciences degree trains students only for employment. He 
stressed the importance of training students to become good 
citizens and learners. Should community colleges not do so, 
students will not have the skills to interact socially in a 
pluralistic society. Dr. Taylor believed that if community 
colleges do not set the courses and curriculum for a com¬ 
prehensive preparation for their students, then they should 
not expect their students to voluntarily opt to do so them¬ 
selves. Unfortunately, students want only what they want to 
get out of their schooling and do not seem to want to be¬ 
come educated as complete individuals who will be function¬ 
ally capable to succeed in the world. Taylor suggested that 
one may conclude that in a sense, an Associate in Applied 
could handcuff the student for upward mo- Sciences degree 
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bility since it does not allow the student to transfer but 
only to go to work directly from school. 
Edward Lashman (1987), Chairperson of the Board of Re¬ 
gents, offered additional insight concerning the relation¬ 
ship between the Regents and the community colleges. He 
claimed it is one of oversight. The Regents help colleges 
and universities develop planning goals and criteria such 
that planning goals can be attained. He explained that the 
Regents are not an operating board in that they are not in 
the business of serving institutions of higher education. 
They were not established to be a resource. They coordinate 
the public higher education system well; are responsible 
for the development of the colleges' goals; establish bud¬ 
gets; and approve academic programs and degree offerings. 
Lashman claimed that to believe that the three seg¬ 
ments of public higher education in Massachusetts coordi¬ 
nate their efforts in terms of curriculum, student admis¬ 
sions, program development, and community service, is a to¬ 
tal misconception. Any coordination occurs to the extent 
that it is the Regents' responsibility. Lashman emphatical¬ 
ly clarified that it is not the responsibility if any of 
the twenty-nine schools to coordinate their activities with 
each other. In regard to the issue of a student admissions 
articulation agreement, Lashman stated that to his knowl¬ 
edge this agreement occurred before the 1980 reorganization 
of the Regents. Allegedly, colleges and universities were 
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to have agreed to increase their admission standards and 
counsel students who do not meet these standards to enroll 
at community colleges first. Chancellor Franklyn Jenfier 
(1987a) explained that the Regents do, however, impose a 
compliance audit on colleges and universities individually 
in order to determine if the admissions policy and other 
policies of the Regents are followed by the public insti¬ 
tutions of higher education. Jenifer indicated that the Re¬ 
gents may exercise the budget process as a means of encour- 
aging schools to be in compliance with the Regents' poli¬ 
cies. Should there be any violation of the law, the Re¬ 
gents may bring sanctions through its legal counsel and or¬ 
der the culpable college or university to desist from its 
unlawful practice and/or it can censure the school. 
In regard to the determination of goals for community 
colleges, Lashman responded that the Regents are part-time 
volunteers who serve on a non-operatiana 1 board. He stated 
that the Regents are not policemen. All they do is set pol¬ 
icy. Lashman maintained that the Regents' staff carries out 
the day to day operations. He also explained that the Re¬ 
gents can not be operational since they serve part-time and 
do not have the expertise to do so since they are primarily 
laymen and not educators. The Regents employ the Chancellor 
and his staff. Lashman affirmed that the Regents do not do 
the job of their staff for them. He said that the Regents 
could be best compared to the relationship of a school com- 
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mittee to its superintendent. In addition, Lashman declared 
that no one on the Regents’ staff should operate Quinsiga- 
mond Community College (QCC), for example. Instead, they 
should provide for QCC the policies to guide it in the run¬ 
ning of its campus, the information about how much money is 
available for QCC, and their reactions to QCC's budget. For 
example, in terms of the Affirmative Action Policy, the Re¬ 
gents do the following: write the guidelines; call on pres¬ 
idents on a regular basis to get updates on the policy's 
enforcement; and enforce the policy by means of collegial 
authority and pressure on such areas as the budget and pro¬ 
gram approval as well as bring to the public's attention 
any deficiencies they may find. Lashman explained that no 
one in education has line authority like an executive of a 
business. He described all colleges and universities as 
fragile, open places which give every idea access. He 
stated that education is not a corporation and can be 
easily disrupted. He claimed that these institutions can 
not be governed. The most effective process of governance 
is collegial and consensual. 
When asked about impacting the goals of community col¬ 
leges, Lashman indicated that the Regents do so by means of 
the planning process. They require that all twenty-nine 
coiieges and universities develop Five Year Plans. The Re¬ 
gents are able to do so by statutory rights established in 
1980 by Chapter 15A and by their own regulations. Lashman 
185 
indicated that the missions and goals of community colleges 
are reviewed by the Regents through the Five Year Plan and 
budgetary process. Whereas the actual curriculum of the 
programs offered is the direct responsibility of the indi¬ 
vidual institutions of public higher education, the approv¬ 
al of degree granting programs must come from the Regents. 
In short, how institutions do their business is their con¬ 
cern and not of the Regents, Lashman indicated. 
Furthermore, according to Lashman (1987), the Regents 
have five committees to facilitate its activities. There 
are the Committees of Academic and Student Affairs; Admini¬ 
stration and Finance; Long Range Planning; Personnel, Labor 
Relations, and Affirmative Action; and Computer and Manage¬ 
ment Systems. Lashman stipulated that no matters come to 
the entire Board of Regents unless they are first discussed 
by one of these committees. Should a new program proposal 
of a college be rejected, there is no appeal process. Ac¬ 
cess is provided to all institutions in regard to new pro¬ 
gram development by the initial processes of Stage 1 and 
Stage 2. Once the Regents take a vote on a new program and 
the vote is negative, there is no final reconsideration 
process in existence. However, there are opportunities for 
colleges to respond to the concerns of the Regents staff 
prior to the Regents’ final vote. Theoretically, nothing 
gets to the Board until all sides of an issue are consid- 
of the Regents to the 
ered by behavior or by 
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proposal. 
Lashman responded to the question concerning the de¬ 
gree of political influence on the Regents' affairs by 
stating that the United States works by a political pro¬ 
cess. He stated that the charge of the Regents is influ¬ 
enced by each charge of the Governor. Should the public 
wish to change the composition of the Board of Regents all 
they have to do is write to the Legislature. Lashman pro¬ 
fessed that the members of the Board of Regents are public 
servants subject to the public's judgment. Lashman stated 
that professionalism guides the Regents' and the institu¬ 
tions' of higher education behavior. Moreover, he stressed 
that higher education is not a factory nor an assembly 
whose function is to mass produce graduating students year 
after year. 
In as far as the curriculum of community colleges is 
concerned, Lashman explained that the composition of each 
program's curriculum is the responsibility of each college. 
The Regents do not have accreditation teams. They do not 
give nor withdraw accreditation. National associations in¬ 
dependent of Massachusetts concern themselves with accred¬ 
itation issues. In other words, a peer evaluation process 
takes place. If one of our colleges fails to earn accredi¬ 
tation, the Regents' Academic Affairs staff would want to 
know why and would intercede. The Regents, stated Lashman, 
then would want to know why the staff did not become in- 
« , 
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volved in seeing the remedial steps were implemented. 
Should the Regents not be satisfied with the response of 
their staff, Lashman explained that the staff member may be 
dismissed. If the Regents consistently would receive poor 
answers, they would hold the Chancellor and his/her staff 
accountable. Furthermore, Lashman clarified that the Re¬ 
gents do not operate their staff; what they do, however, 
is hire people to do that task for them. 
Bunker Hill Community College 
Bunker Hill Community College (BHCC) was established 
in 1973 along with its sister institution, Roxbury Commu¬ 
nity College (RCC). These two colleges are the most recent 
members of the Massachusetts community college system. Ac¬ 
cording to President Harold Shively (1983b], despite the 
evidence of the need for educational and community services 
for the Greater Boston area, the establishment of these two 
colleges was "ignored ... until every other part of the 
State has been developed” (p. 4]. Shively contended that 
although a general agreement existed that a crucial need 
for community college services in greater Boston represent¬ 
ed a principal public policy priority, appropriation levels 
have not increased in kind, thereby forcing the institution 
to remain fixed in size (Shively, 1983c, p. 8). 
President Shively (1986b] also explained that commu- 
nity colleges determine their o„n mission statements »hich 
set the philosophy of the respective college and state «hat 
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the college is supposed to be doing. BHCC's mission is to 
offer a broad base education for transfer; provide a tech¬ 
nical education for the work force; establish continuing 
education for part-time and older students; and serve the 
local community in BHCC’s service area (Shively, 1986b). 
This mission is accomplished by the the following prior¬ 
ities: 
extending open admissions to late adolescents 
and adults residing in the greater Boston area 
emphasizing assessment and individualized ap¬ 
proaches to instruction and developmental 
education 
extending educational outreach efforts to 
underserved populations 
providing occupational education at the 
certificate and associate degree levels in 
fields that promise substantial employment 
and career potential 
providing low cost, high quality educational 
programs in the arts, sciences, social sci¬ 
ences, and humanities for students seeking 
eventual transfer to upper division col¬ 
lege and university level work 
contributing through education to improve 
productivity in health care, social services, 
business, and industry (Shively, 1983a, p. 6). 
However, although Shively (1980) stated that BHCC's 
mission is to offer a broad base education for transfer, an 
administrative decision was made by him during the first 
year of the College's operation in 1973 to limit the number 
of students in the liberal arts program. Shively supported 
this policy "because most colleges in [the Boston] area 
were already offering liberal arts programs, and a void 
existed in technical areas. Resources were directed toward 
filling the void" Cp. 3). Furthermore, the community col- 
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lege system Foresaw that a steady trend of increased stu¬ 
dent enrollment in occupational programs would continue and 
that community colleges would be "increasingly responsive 
to the training requirements oF the high technology indus¬ 
tries based in Massachusetts" (Shively, 1980, p. 7). In 
Fact, BHCC, in meeting its mission, stresses the importance 
oF providing certiFicate and degree programs that respond 
to emerging career education needs oF the students. "Re¬ 
cently, strong eFForts have been devoted to the development 
oF various certiFicate programs that meet both student as 
well as employer needs" (Shively, 1985a, p. 7). Conse¬ 
quently, BHCC is second only to SpringField Technical Com¬ 
munity College (STCC) in percentage oF occupational and ca¬ 
reer students (Shively, 1983c). 
A byproduct oF the education/training services 
BHCC provides For residents oF its service re¬ 
gion hasbeen the development oF a strong busi¬ 
ness/industry relationship. Firms in ... Boston 
... have requested the design oF training pro¬ 
grams and seminars to meet their speciFic needs. 
This association has been beneFicial For it 
enables the College to develop a more compre¬ 
hensive understanding oF employment trends while 
providing a valid proFessional service. 
During the past three years, BHCC has extend¬ 
ed this relationship to include: 
on-site analysis oF workers' educa¬ 
tional and training needs 
. the design and implementation oF train¬ 
ing programs 
evaluation oF workers as a Function oF 
the recruitment and selection process 
serving as a site For seminars and 
workshops 
providing student interns and well pre¬ 
pared technologists For immediate employ- 
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ment 
. encouraging dialogue between companies 
and residents of the region (Shively, 
1985e, p. 59). 
External and internal pressures impact the process of 
determining a community college's mission statements 
(Shively, 1986b). The community and its needs exhert exter¬ 
nal pressure. For example, when the Revere Sugar Refinery 
and Schrafft's Candy Company of Charlestown closed, BHCC 
established a Worker Assistance Center in 1984 in order to 
meet the retraining and counseling needs of the workers of 
its service area. The Center serviced these workers colla- 
boratively with the State Office of Economic Affairs, the 
State Division of Employment, the Boston Private Industry 
Council, the Secretary of Labor's Office, and the Union Lo¬ 
cal P-400 , AFL-CIO. By 1985, ”576 displaced workers [had] 
been served by the Center. Of this total 255 [had] been 
placed in stable jobs; the others [were] involved in train¬ 
ing activities or [were] participating in a variety of job 
search skills workshops” (Shively, 1985a, p. 33). In addi¬ 
tion, internal pressure is brought about by the activities 
of the faculty and staff of BHCC, the trustees, and the 
president. According to Shively (1986b), the Regents react 
to the mission statement instead of acting on it. The 
statement does not change without leadership from BHCC. 
Furthermore, Shively (1986b) regarded the interview 
question [See Appendix A] about the value of the Associate 
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in Arts, Associate in Science, and Associate in Applied 
Sciences degrees to be a philosophical one. According to 
Shively, only two degrees are offered at BHCC: Associate 
in Arts and Associate in Science. Research, stated Shively, 
has shown that there is a need for community colleges to 
provide their students a broad base educational background. 
He claimed that community college students, who are more 
likely to change their jobs frequently, must be good in 
mathematics and sciences. Shively admitted that in the Mas¬ 
sachusetts community college system, programs are highly 
technical, but he continued to support the establishment of 
broader based programs. The Associate in Applied Sciences 
degree carries fewer courses in general education and li¬ 
beral arts. He explained that Massasoit and Quinsigamond 
Community Colleges, by means of the Associate in Applied 
Sciences degree, offer more job related courses. Students 
enrolled in Associate in Applied Sciences programs have a 
narrow background in general education. Shively C 1986b) 
contended the Associate in Applied Sciences degree repre¬ 
sents a vocational-occupational educational model. Further¬ 
more , according to Dr. Kathleen Assar (1986), Dean of Aca¬ 
demic Affairs at BHCC, community colleges in Massachusetts 
are fully accredited institutions of higher education which 
offer comprehensive education and professional training. 
They should not be defined solely as occupational-vocation¬ 
al education schools, she confirmed that BHCC offers the 
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Associate in Arts and Associate in Science degrees and ac¬ 
knowledged that some community college administrators are 
prompting the Associate in Applied Sciences degree which, 
in Fact, is a technical degree that Focuses entirely on 
technical programs. 
In regard to goals, Shively (1986b) explained that 
BHCC's goals are set during each Five Year Plan. They are 
developed department by department and division by divi¬ 
sion, ultimately with the budget in mind. The primary ques¬ 
tion is where is BHCC going to place its money and emphasis 
each year. Once the trustees approve the goals, the goals 
become set. Next, under the supervision oF the vice presi¬ 
dent’s oFFice, each division must submit goals within the 
goals oF BHCC. The role oF the vice president is to prevent 
duplication oF goals and to report any problems to the 
president during the adjustment process. Shively indicated 
that up until the past years, the Regents had no impact on 
the goal setting oF BHCC. Now, the Regents, by virture oF 
Chapter 15A, can impact community colleges in terms oF 
AFFirmative Action and budget. Moreover, BHCC’s goals are 
not greatly impacted by other community colleges. He stated 
that public colleges and universities do not impact the 
goals oF BHCC. He admitted, however, iF they have any m- 
Fluence, it is in the area oF transFer courses. 
Holyoke Community College 
President Oevid Bartley (1987) explained that the 
* * 
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mission of Holyoke Community College (HCC) has never been 
in question. The College was Founded in 1946 as Holyoke 
Junior College, a municipal junior college. Its mission was 
to prepare students in Liberal Arts and Sciences For transFer 
to Four year colleges and universities. In 1964, Holyoke 
Junior College became a member oF the public higher educa¬ 
tion system; changed its name to Holyoke Community College; 
and developed a comprehensive curricula. Located on a 135 
acre campus near the junction oF Routes 91 and the Massa¬ 
chusetts Turnpike, HCC is accessible to students who live 
and work in Western Massachusetts. According to Bartley 
(1987), students understand that they are receiving two 
years oF a Four year education. HCC oFFers quality educa¬ 
tion, capable instructional staFF, and an atmosphere which 
is collegiate in nature. Furthermore, HCC maintains an open 
enrollment policy and has developed numerous career orient¬ 
ed programs so much so that more than FiFty percent oF its 
students are enrolled in a career oriented curriculum. The 
Focus oF HCC diFFers From BHCC in degree. ’’While [its] ca¬ 
reer programs are designed to develop the skills needed For 
immediate employment and upward mobility in a particular 
career Field, they are not considered to be terminal pro¬ 
grams. Many graduates oF career oriented programs continue 
their education on a Full-time or part-time basis” (Bart¬ 
ley, 1982, p. iii) • 
Bartley (1987) also indicated that community colleges 
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are much more than the degrees they offer. They are peo¬ 
ple’s colleges which provide students with skills and im¬ 
proved critical thinking processes. He acknowledged that 
’’economic and technological changes may affect the oppor¬ 
tunities far graduates, the nature of the work available, 
and the composition of the business community" (Bartley, 
1985b, p.' 48). Since the high tech world is a constant one 
of new knowledge demands, HCC is committed to prepare stu¬ 
dents for the high tech marketplace. Moreover, HCC also re¬ 
sponds to community needs by providing "programs such as 
those developed to retrain displaced workers , provide wel¬ 
fare recipients with employable skills, and serve high 
school seniors in danger of losing social security bene¬ 
fits " (Bartley, 1983a, p. 67). Bartley (1987) acknowledged 
that community colleges have difficulty in recruiting stu¬ 
dents from major community service areas because they have 
to compete with each other, with four year public colleges 
and universities, and with private colleges. Also, like 
Shively at BHCC, Bartley asserted that in order for HCC to 
fulfill its mission, it must have adequate funding with 
enough flexibility to meet changing needs. Bartley (1985b) 
proposed that HCC must do the following: 
. actively inform legislators and others involved 
in the budgeting process about the needs of the 
College . 
develop additional sources of revenue includ¬ 
ing the solicitation ofgifts from alumni, 
corporations, and individuals 
establish the capability to compete success- 
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fully For federal, state, and foundation 
grants (p . 93) . 
In regard to degree granting programs, Bartley (1987) 
did not distinguish between an Associate in Arts and Asso¬ 
ciate in Science degree. Personally, he did not think that 
such a distinction is important, although he affirmed that 
the difference may be considered significant by some em¬ 
ployers in regard to meeting the demands of a specific job. 
Bartley contended that the Associate in Arts degree is a 
recognized degree, particularly in the health fields. Salary 
figures in health careers reflect the importance of the As¬ 
sociate in Arts degree. Also, companies hire Associate in 
Arts degree recipients for above entry level positions and 
consider these students to have some level of expertise. 
Yet, Bartley believed that HCC needs to do a better job in 
selling the Associate in Arts degree recipient to senior 
colleges and universities and to the business community. 
Furthermore, Bartley (1987) did not think that community 
colleges like Holyoke Community College promote the Asso¬ 
ciate in Science degree either. He asserted that business 
and industry seem to want well-rounded workers. To achieve 
such a trained work force, the corporations have opted to 
give students, whom they employ, specialized training right 
at their companies. In as much as the Associate in Applied 
Sciences degree is concerned, Bartley indicated that the 
geographical area near HCC does not have much demand For 
such a highly specialized training experience. 
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Even though Holyoke Community College does not have an imme¬ 
diate need For the Associate in Applied Sciences degree, Cr. 
Winston Lavallee [1987), Dean of Academic Affairs, Holyoke 
Community College, indicated that this degree represents 
competency based training. It is not completely vocational- 
ism in nature. He believed that there is merit in moving to¬ 
ward the Associate in Applied Sciences degree since it re¬ 
presents training for immediate career employment without 
any transfer options or course requirements. For example, 
the Associate in Applied Sciences in Optimetric Technology 
degree focuses solely on eye glass repair. 
The single most important purpose of the Asso¬ 
ciate in Applied Sciences degree is to prepare 
students to enter directly into specific occu¬ 
pations. For the degree to achieve greater ac¬ 
ceptance as an employment credential, effective 
articulation must be developed between the edu¬ 
cational institution and the employer of Asso¬ 
ciate in Applied Sciences degree graduates. The 
most important facet of the linkage with employ¬ 
ers is the maintenance of a timely and effective 
curriculum reflecting current professions in the 
work world. This relationship with employers, 
however, breaks with academic tradition, in that 
the Associate in Applied Sciences degree curricula 
are not initiated and developed solely within the 
educational institution. This partnership between 
the institutions and the potential employer needs 
to be nutured continuously [Critiers for Excel¬ 
lence , 1985, p. 5). 
Bartley (1987) also indicated that the role of the asso 
ciate degree is important. He explained that more companies 
Kant students who have an education beyond high school. The 
Associate in Ants degnee affords students marketable skills 
to go beyond entry level positions and allows students to 
« - 
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transfer with Full credit to a Four year college. Lavallee 
(1987] Felt that the question about the role of community 
colleges' degree offerings within the entire scope oF Massa¬ 
chusetts’ higher education system is a valid one. He stated 
that HCC has made a great effort to have Four year public 
colleges accept its students as First semester juniors, even 
though the 1984 Transfer Compact guarantees this status to 
be actually afforded our students. In reality, Lavalle in¬ 
dicated that some of HCC's students may only be admitted as 
second semester sophomores. Some public colleges and univer¬ 
sities accept the Associate in Science degree. Private in¬ 
stitutions of higher education seem to accept the Associate 
in Science degree more easily, Lavallee contended. He sug¬ 
gested that there is a great deal of difficulty in Massachu- 
setts, especially at the public four year colleges and uni¬ 
versities in regard to the acceptance of the Associate in 
Applied Sciences degree as a transfer degree. 
Furthermore, Bartley (1987) stated that ehereas the 
mission of HCC is set by the Trustees, the goals are the re¬ 
sult of the interaction of Facu 1 ty —discipl ine and disci- 
pline-with administrators. He confirmed that the Regents 
impact HCC's goals slightly. In regard to other community 
colleges impacting HCC'8 goals, Bartley commented that com¬ 
munity colleges ehich are close geographically coordinate 
their activities to make sure they reflect their respectiv 
communities' directions and needs. The Community College 
• • 
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Presidents' Council represents an opportunity For the pre¬ 
sidents to define and redefine what other sister community 
colleges are doing. Bartley submitted that the Council af¬ 
fords the presidents a flow of ideas which enable them to 
discuss and plan how to better serve their areas. Further¬ 
more , he indicated that state colleges and universities in¬ 
fluence HCC and its curriculum whenever they change their 
requirements in terms of admissions, course work, or program 
focus. He stressed that HCC is in constant communication 
with these institutions in order to provide a pathway for 
its students for transfer. Moreover, Bartley explained that 
the Council of Public Presidents and Chancellors affords the 
community college presidents a mutual exchange of what they 
are doing in terms of budget, needs, programs, etc. with 
other public higher education segments. This Council repre¬ 
sents a free flow of information. 
Massachusetts Bay Community College 
On the other hand, President Roger Van Winkle [1987] of 
Massachusetts Bay Community College stated that the mission 
of community colleges in Massachusetts has not been stable 
for a period of time. The ranking of higher education in New 
England may be described as having Harvard University ranked 
at the top and public community colleges ranked at the bot¬ 
tom. Only recently, within the past eight years, Van Winkle 
contended, have educators witnessed a major thrust in the 
Commonwealth for public higher education in general and for 
* • 
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community colleges specifically. Furthermore, Van Winkle 
indicated that public higher education has never been 
as important as the private higher education sector. He 
stated that instead, it has been considered as an after 
thought in Massachusetts. Van Winkle affirmed that the a- 
wareness of the citizens of the Commonwealth of the impor¬ 
tance of public higher education is at least twenty years 
behind their contemporaries in the western part of the 
United States. Van Winkle believed that Massachusetts Bay 
Community College (MBCC) is focusing on the technical and 
career professions primarily. 
Massachusetts Bay Community College was chartered by 
the Commonwealth in February 1961. It has had an eventful 
history including three geographic locations: Back Bay, 
Boston (1961); Watertown (1965); and Wellesley (1970) (Van 
Winkle, 1983a). "In 1970, ... the Legislature allocated 
funds for property in Wellesley, then removed the alloca¬ 
tion, and only after an extensive lobbying campaign, re¬ 
turned the funds at the eleventh hour. The College secured 
a permanent location, and on November SB, 1973, the Welles¬ 
ley campus opened on the site of the Former Elizabeth Seton 
High School” (Van Winkle, 1983a, p. 4). 
For the First twenty-five years, MBCC Functioned as a 
public junior college by Focusing its efforts on the educa¬ 
tion of students in Liberal Arts and Sciences for the pur¬ 
pose of securing their transition to a four year baccalau- 
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reate institution. Van Winkle (1987) explained that in 
1982, the Regents directed MBCC to change its Focus. The ra¬ 
tionale For the switch From a liberal arts transFer concen¬ 
tration to high technology, business, and health sciences 
was based on MBCC ' s geographic location and proximity to 
Massachusetts' "technology highway”--Route 128. According 
to Van Winkle (1987), since the Regents mandated MBCC to 
meet their responsibilities to the citizens, businesses, 
industries, and government bodies in their service areas, 
they reasoned that corporations and businesses are also de- 
Fined citizens oF the Commonwealth and should have their 
needs addressed--the preparation and training oF Future em¬ 
ployees by means oF public community colleges For immediate 
and employment. Van Winkle (1987) pointed out that the Re¬ 
gents notiFied MBCC that it had three years to make the 
transition From a liberal arts Focus to occupational-techni¬ 
cal career programs . He estimated that in 1980, 70^ oF the 
student body were enrolled in the Associate in Arts trans¬ 
Fer program. In 1986, 60% had completed technical or health 
science programs oF the Associate in Science degree pro- 
gr ams . 
Van Winkle (1983a) described MBCC's mission as a co¬ 
operative eFFort with the surrounding high technology in¬ 
dustry. MBCC is committed to do the Following: 
provide entrance level education For those 
persons without previous working experiences, 
choosing to enter Fields oF high technology 
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. provide accelerated training to the per¬ 
sons with work experience involved in 
career recycling 
provide specialized training on campus 
or at plant Facilities For high technology 
company employees as determined by the 
individual company needs 
interact with high technology business¬ 
es in the areas oF equipment, Facilities 
use, and personnel exchange (p. 8). 
Yet, Van Winkle did not abrogate MBCC’s responsibility 
to its students. 
While considering the immediate needs oF the 
industrial community, MBCC must also weigh the 
longer term needs oF those [it educates]. For 
both social and economic considerations, con¬ 
tinuing one’s education is imperative. Many, 
who complete an associate degree in a career 
preparation program, choose to go to a senior 
college immediately or do so while working 
[and] taking advantages oF tuition reimburse¬ 
ment and release time programs oFFered by their 
respective companies [Van Winkle, 1983a, p. 8). 
To FulFill its mission as a comprehensive open door 
public community college, Van Winkle (1984c) stated that 
MBCC provides opportunities For educational excellence; sup¬ 
ports liFe long learning; services economically and educa¬ 
tionally disadvantaged citizens; and creates opportunities 
For students to develop their abilities to speak and write 
well, count eFFectively, and solve problems. He (1983a) ex¬ 
plained that since MBCC has a diverse primary service area 
oF more than twenty-Five communities, it does not reap the 
beneFits oF any one group oF constituents identifying with 
it. In turn, ’’this apparent lack oF a strong single commu- 
nity and legislative base has impected adversely on the col 
lege" (p. 7), especially in terms of the budget process. 
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In regard to degrees, Van Winkle (1987) stated that the 
value of the Associate in Arts degree is that it is prima¬ 
rily designed as a transfer program. It offers a broad, 
general education and represents a core of liberal arts 
general requirements for the baccalaureate degree. Theoret¬ 
ically, the purpose of this degree program is to train gen¬ 
eralists. The value of the Associate in Science degree is 
similar to that of the Associate in Arts degree. In addi¬ 
tion, it connotes specific major interests. Students who 
enroll in the Associate in Science degree program to pursue 
a transfer program in a specific area in order to proceed 
to a Bachelor of Science degree. Also, for some students, 
it is a terminal degree that prepares students for a wide 
range of immediate employment opportunities. Its emphasis 
is on science and math. Furthermore, it has a more specif¬ 
ic employment focus. Van Winkle (1987) said that there are 
gray lines now in regard to transfer since the University 
of Lowell accepts Associate in Applied Sciences technolo¬ 
gies. Previously, the distinctions between the three de- 
grees-Associate in Arts, Associate in Science, and Asso¬ 
ciate in Applied Sciences and especially between Associate 
in Science and Associate in Applied Sciences--were clearer. 
Or. Gerald Baser (1987), Dean of Academic Affairs of 
Massachusetts Bay Community College, believed that the li¬ 
beral arts discipline demands are inherently useful and 
rewarding. He described the Associate in Arts degree as one 
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which provides students with a well-rounded education in 
traditional liberal arts as well as preparation For trans¬ 
fer. On the other hand, Bazer considered the Associate in 
Science degree to offer less of a comprehensive education 
in comparison to the Associate in Arts degree. The Asso¬ 
ciate in Science degree concentrates on the preparation of 
students in a particular career field and in some instances 
For transfer. Bazer described the Associate in Applied Sci¬ 
ences degree as preparation for more immediate employment 
in a technical career. It offers less opportunity for a 
general education. Furthermore, these is less opportunity 
for those students to transfer. the Associate in Applied 
Sciences degree focuses on the acquisition of specific 
technical skills. 
Moreover , Van Winkle [ 1987] explained that the role of 
the Associate in Arts degree at both public and private two 
year colleges is designed to guarantee students after two 
years of study, a broad, general academic preparation to 
facilitate with little difficulty their entry at the junior 
level of a baccalaureate degree awarding institution. Van 
Winkle also confirmed that MBCC has problems in regard to 
transferring its students to public colleges and universi- 
ties in Massachusetts. He claimed that the independent high¬ 
er education sector is Far more Flexible in terms oF accept¬ 
ing MBCC students For transFer. The competition For students 
between the public and private sectors has increased. The 
204 
limited student body pool, according to Van Winkle, For both 
sectors to choose From makes MBCC students more competitive. 
In addition, Van Winkle (1987) stated that there still 
exists a question in regard to admissions standards. In 
1982 or 1983, he explained that the Regents released a mas¬ 
ter plan that indicated which segment would serve which stu¬ 
dents. Van Winkle asserted that the concept was that univer¬ 
sity students would draw upon resources oF the university 
setting since a better student would share in a competitive 
environment. The next category would be the good, solid 2.5 
high school student. Van Winkle confirmed that by means oF 
admissions oF admissions testing, these students would de¬ 
monstrate good test scores which suggest college level ca¬ 
pability, although they may have perFormed less well in high 
school. Van Winkle (1987) submitted that Family responsibil¬ 
ities and geographic delimitations would inFluence these 
students to consider state colleges. Primarily, he explained 
educationally disadvantaged students would attend community 
colleges. Other Factors which would inFluence these students 
would be economic and geographic reasons; Family responsi¬ 
bilities such as single parenthood; convenience in terms oF 
location; scheduling; and low costs. 
However, Van Winkle (1987) maintained that there is a 
problem in regard to the admissions standards. Demographics 
show a signiFicant decline in enrollment. IF this master 
plan were put into eFFect and observed by all three seg¬ 
ments, which does not occur, Van Winkle asserted, the pub- 
ao5 
lie universities would not have any major d i FF i cu11ies. The 
reason that this plan would not adversely effect universi¬ 
ties, according to Van Winkle, is that the tuition costs of 
private sector colleges and universities are rising so much 
that students look upon universities in the public sector 
more favorably. Yet, Van Winkle contended that the public 
colleges would be impacted more by an adherence to such an 
admissions master plan. State colleges seem to be more can¬ 
did about their need to keep any students who apply. The ad¬ 
vantages in cost appear not to be sufficient to outweigh 
the lure of the private sector colleges. 
Furthermore, Van Winkle indicated that state colleges' 
Liberal Arts and Sciences do not have a clear focus of mis¬ 
sion in regard to the business sciences. They try to con¬ 
vince high school students of the potential benefit of en¬ 
tering a four year college directly from high school in¬ 
stead of first going to MBCC, for example, in order to com¬ 
plete their freshman and sophomore years. Van Winkle also 
explained that MBCC which now serves students, who are with 
out high school diplomas; have low high school records; or 
have General Equivalency diplomas, would not be adversely 
impacted by the admissions standards. 
In fact, Van Winkle pointed out that MBCC could even 
increase its enrollment if the other t»o segments actively 
advised incoming Freshmen that their poor records and in¬ 
adequate skill levels in reading, English, and math sug- 
• * 
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gested that they would do better by enrolling in MBCC First. 
However, according to Van Winkle, this situation is not the 
case. State colleges and universities enroll poorly prepared 
ft 
students; should these students barely pass the First semes¬ 
ter, they would be allowed to enroll the second semester, 
sometimes being placed on academic probation; and by the 
third semester, they would Fail and/or drop out, probably 
never to return to higher education in the near Future. 
Van Winkle (1387] stated that the Associate in Arts 
degree is more strenuous and demanding than the Associate 
in Science degree, which is clearly more Focused on busi¬ 
ness, sciences, etc. as the students' major Fields oF stud- 
y. The Associate in Science degree assumes that students 
need certain types oF specialization as Freshmen and soph¬ 
omores For their junior and senior years. In regard to the 
Associate in Applied Sciences degree, Van Winkle inidcated 
that in 1986, the Regents notiFied MBCC and other community 
colleges that they had the authority to bestow the Associ- 
ate in Applied sciences degree. Currently, he believed that 
Quinsigamond, Mass Bay, and Massasoit Community Colleges 
offer or support the issuance of the Associate in Applied 
Sciences degree. Van Winkle added that Nee Englanders in 
general and Bay Staters in particular are educational snobs 
in regard to the Associate in Applied Sciences degree. They 
seem to consider it is a terminal degree which is designed 
for immediate employment at low entry levels with no ace- 
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demic transfer option whatsoever. 
Van Winkle (1987) also stated that the Regents need to 
determine what is a transfer program and what is not. He be¬ 
lieved that it is the responsibility of the Regents to dis¬ 
cern the difference. Currently, a problem has arisen in re¬ 
gard to what is considered a transfer articulation agree¬ 
ment. He also indicated that the Regents appear to consider 
the Associate in Applied Sciences degree as terminal and 
the Associate in Arts and Associate in Science degrees as 
transferab1e. The Regents seem not to be able to distin¬ 
guish the three roles of an Associate in Science degree- 
transfer option; terminal degree option; or preparation for 
immediate employment option. Bazer (1987) believed that the 
Associate in Science degree, which is considered transfer¬ 
able in some circles, is disadvantaged by the number of 
credits which do not meet necessarily all the requirements 
of the Transfer Compact. Students enrolled in Associate in 
Science degree programs may end up being a second semester 
sophomore at the receiving baccalaureate institutions. He 
also admitted that the Associate in Applied Sciences degree 
is not widely considered in Massachusetts because the aca¬ 
demic community has a lack of awareness of its value. More¬ 
over , Bazer confirmed that the Associate in Arts degree, a 
transfer degree, is more likely to have the courses which 
will apply directly to the Transfer Compact and afford a 
student a junior status at the receiving senior institution 
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In regard to goals, Van Winkle (1987) stated that MBCC's 
goals are part of the long range planning process which in¬ 
clude the mission statement. Van Winkle indicated that the 
Regents tell community colleges what their mission is. They 
approve or disapprove our goals. Community colleges repri¬ 
oritize their goals in response to the Regents’ recommenda¬ 
tions. The Regents, according to Van Winkle, are known to 
then reprioritize MBCC's goals again. MBCC then must look 
at the Regents' recommendations and make the suggested ad¬ 
justments, and then the regents approve the MBCC's goals. 
Before sending the original goals to the Regents, MBCC’s 
trustees first review them and give MBCC their approval to 
forward them to the Regents. In regard to other community 
colleges impacting MBCC, Van Winkle stated that they do so 
in the areas of program offerings and competition for the 
students from the service delivery areas. He also pointed 
out that the Community College Presidents' Council modestly 
impacts MBCC. The presidents behave in a cooperative fashion 
and discuss broad range policy. The Council reviews Regents’ 
policies and make recommendations to them. It is a deliber¬ 
ate body of peers which votes by consensus. Furthermore, Van 
Winkle explained that state colleges and universities impact 
community colleges in a variety of ways, especially in terms 
of transfer articulation of programs and negotiations. The 
Transfer Compact states that all students enter as juniors 
at receiving public senior institutions. 
• « 
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Successful transfer of MBCC’s students to a receiving col¬ 
lege, described Van Winkle (1987], depends more on depart¬ 
mental interpretations of the transfer compact. It relies 
on the strengths and weaknesses of a specific program rather 
than on negotiations between the two schools. Van Winkle 
pointed out that the Biology Department of Southeastern 
Massachusetts University, for example, looks at the stu¬ 
dents' records and the colleges in which the students are 
currently enrolled. The acceptance of MBCC’s students as 
transfer Biology majors to Southeastern Massachusetts Uni¬ 
versity depends on the receptivity of the University's Bi¬ 
ology Department's faculty in regard to MBCC's faculty de¬ 
grees and publications of MBCC's Biology Department. Van 
Winkle commented that the public's reaction is that the 
Transfer Compact promotes a great communality of view be¬ 
tween all segments. However, in application, such accord 
is not real, Van Winkle asserted. What matters, he contend¬ 
ed, is the receiving institution's departments which review 
the admission applications of the transfer students who have 
indicated a desire to graduate with a baccalaureate degree 
in a specific discipline. 
Middlesex Community College 
Dr. James Houliahn, Jr. (1987], President of Middlesex 
Community College (MCC), indicated that principally the mis¬ 
sion of Middlesex Community College is to provide access 
to public higher education. He stated that MCC helps and 
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encourages its students to Fulfill their potential. Houli¬ 
han contended that MCC and other community colleges have 
become human service and health education centers of the 
public higher education system in Massachusetts. Houlihan 
also said that he believed that the perception of other 
segments of the public higher education system is that com¬ 
munity colleges do not offer the same quality or level of 
humanities and liberal arts. Houlihan asserted that this 
perception is far from the truth. 
Middlesex Community College indeed does provide the 
freshman and sophomore years of a four year baccalaureate 
degree, Houlihan [1987) maintained, while the other foci are 
the direct results of the Regents' direction. According to 
Houlihan, presidents of community colleges carry out this 
Regents' initiated mission by means of political and prac¬ 
tical processes germane to their respective campuses. For 
example, MCC has been made aware that an aspect of its mis¬ 
sion is to serve the community as a resource as well as to 
enrich it, Houlihan pointed out. In addition, he confirmed 
that MCC assists local businesses in terms of curricular 
program design for MCC’s students, in-service training for 
their employees, and even retraining or upgrading opportuni¬ 
ties for their employees. Furthermore, MCC expresses, ac¬ 
cording to Houliahn [1983b), a "growing commitment to high 
technology in response to Its location in the center of the 
high technology industry around Routes 128 and 495" (p. 2)- 
21 1 
Middlesex Community College was established in 1970. 
It did so with a mandate From the Massachusetts Board of 
Regional Community Colleges "to establish a cluster oF 
health-related educational training programs. Over the next 
decade, [the College developed] curricula For programs in 
Fields such as nursing, dental science, medical and dental 
assisting, radiologic technology, medical sonography, med¬ 
ical laboratory technology and emergency medical services” 
[Houlihan, 1985b, p. 5). Houlihan [1984a] aFFirmed that ac¬ 
cording to the Regents' priorities, health career programs 
remain a critical part oF the public higher education sys¬ 
tem's long range plan. Although technical-occupational 
training appears to be the Focus oF the Regents, the hous¬ 
ing and Facilities oF such training programs do not seem to 
be a key priority, Houlihan [1985c] explained. 
In regard to degree oFFerings, Houlihan [1987] strong- 
ly supported the offering of the Associate in Arts degree. 
Historically, MCC offered the Associate in Arts degree. Al¬ 
so, MCC has a general education liberal arts component of a 
minimum of 21 credits which all occupation programs reflect 
The Associate in Arts degree offers to students, who have a 
limited academic background, exposure and experience in the 
humanities and liberal arts, providing them the opportunity 
to consider new concepts. Houlihan asserted that one shoul 
not talk about MCC without including the liberal arts. He 
believed that MCC'. emphasis is on liberal arts and should 
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continue to be on liberal arts. Houlihan also advised that 
MCC should not focus only on occupationa1-technica1 pro¬ 
grams . In Fact, according to Houlihan, the liberal arts 
•transfer program historically has been the primary goal of 
MCC. In addition, he believed that more and more students 
will need Associate in Arts preparation. He stated that 
technical trends seem to demonstrate a need for more liber¬ 
al arts preparation on the part of the workers as well as 
graduating students. 
□ean of Academic Affairs, Dr. Carl Schilling, added 
that the value of all three degrees--Associate in Arts, 
Associate in Science, and Associate in Applied Sciences-- 
can ba measured by an individual »ho receives it and tc the 
extent that the degrees respond to the need to verify the 
achievement of the individual from his/her academic begin¬ 
ning at MCC to his/her graduation. According to Schilling 
t1987), the role of the Associate in Arts degree is to serve 
as a conventional route For liberal arts transfer. He be¬ 
lieved that the Associate in Science degree should also be 
designed for transfer, although he »as not sure ho. many 
other community colleges in Massachusetts accept the Asso¬ 
ciate in Science degree as a transfer degree. Schilling in¬ 
dicated there is a difference between the degree nomencla¬ 
ture and the content of the program. He pointed out that, 
in other -ords, the name of a degree is attached to gen- 
accepted nomenclature for field study and not for 
era11y 
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the intent or purposes for which the study is undertaken. 
The issue of transfer and non-transfer is related to cur¬ 
riculum, Schilling asserted. He indicated that it is de¬ 
signed to allow students movement to a four year college 
as well as a continuation of study in a definite field. 
Schilling stated that non-transfer is reasonably complete 
in itself. Some MCC students leave college to go out to 
join the labor force. Furthermore, Schilling stated that 
the Associate in Applied Sciences degree provides another 
opportunity for students to fulfill their goals. 
Finally, in terms of goals, Houlihan (1987) defined 
them as the ways to implement the mission of MCC. He indi¬ 
cated that MCC’s administrators work with the Regents re¬ 
garding its goals. In terms of other community colleges, 
Houlihan described their impact as one of sharing informa¬ 
tion and discussing general policies. State colleges and 
universities impact MCC in terms of the Transfer Compact. 
Schilling (1987) personally felt that these two other pub¬ 
lic higher education segments impact MCC in regard to the 
transfer and admission processes. He also added that he 
felt the state colleges should not offer MCC’s programs or 
those offered by other community colleges. Moreover, he 
confirmed that the Regents clearly impact MCC in terms of 
the budget process. Furthermore, the Regents directly in¬ 
fluence MCC in regard to transfer opportunities and 
demic concerns. 
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North Shore Community College 
Not every community college president regarded the mis¬ 
sion of his/her college as a directive solely of the Re¬ 
gents. President George Traicoff (1987] of North Shore Com¬ 
munity College (NSCC] defined the mission statement as a 
living document which needs to be reviewed constantly since 
the population which a community college serves is always 
changing. Traicoff asserted that NSCC and other community 
colleges represent access with flexibility and excellence. 
North Shore Community College, established in 1965, strives 
to meet the needs of community residents as well as those of 
the business and industrial sector. It "must continue to 
work closely with North Shore industries and government to 
jointly determine the most viable means of maintaining the 
economic growth and prosperity in the region. [It] must con¬ 
tinue its commitment to technical education” (Traicoff, 
1983a, p. 17], although its mission is to provide students 
academic instruction for transfer to a four year institution 
as well as career preparation for entry into a variety of 
occupational fields. 
Traicoff (1987] affirmed that NSCC is accountable to 
this mission. He stated that NSCC has always been concerned 
with all students—those who graduate as well as those who 
take only one course. He explained that it stresses the end 
results—what the students have become at the end oF the 
program-nether than dwell on who the students are when 
* _ 
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they enter. Traicoff indicated that he is especially inter¬ 
ested in the issue of the illiteracy levels of the inmates 
incarcerated in local prisons. He felt that prisoners have 
very limited options if they are illiterate. Consequently, 
part of NSCC’s mission is to provide educational opportuni¬ 
ties to this population. However, not all residents believe 
NSCC is accountable. Traicoff (1984a) commented that a sur¬ 
vey was conducted by NSCC and that it demonstrated that 
significant percentages of North Shore residents have unfa¬ 
vorable perceptions of the quality of education at the Col¬ 
lege. 
In addition, some students themselves question NSCC's 
mission. Former student Cynthia Hoey indicated that she 
would not be dependent on welfare if she had been able to 
finish her executive secretarial program two years ago 
(Lai, 1987). Since Ms. Hoey was unable to locate a licensed 
child care canter for her three year old son, she had to 
withdraw during the first semester at NSCC, thereby being 
prevented from acquiring skills which would enable her to 
end her dependence on the state welfare system and empower 
her to end her poverty. 
Traicoff (1987) acknowledged that NSCC faces many 
challenges in fulfilling its mission. He explained he had 
nothing against occupational-technical training so long 
NSCC tells its students that's what it is giving them in 
stead of leading its students to believe that they are re- 
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ceiving a college education in a traditional sense. Trai- 
coff contended that a degree is meant to offer a certain 
level of skill development for the future preparation of 
the student. He personally felt that if a degree, which 
he described as an accumulation of data, philosophy, and 
experiences, does not contribute to a student's growth and 
development, then it is not successful nor is the student 
who is awarded such a degree. 
Traicoff also indicated that the value of an Associate 
in Arts degree is that fundamentally it is a transfer pro¬ 
gram . In regard to the Associate in Science degree, he con¬ 
sidered its value is that it helps a student become employ¬ 
able. The Associate in Science degree also serves as a 
foundation for the building of an education in the future 
whenever a person may need it. In some places, the Associate 
in Sciences degree is based in the sciences only. Traicoff 
explained that Quinsigamond Community College is moving to¬ 
ward the Associate in Applied Sciences degree to take the 
role of the Associate in Science degree while the Associate 
in Science degree would become a transfer degree. In fact, 
according to Traicoff, Or. Clifford Peterson, the President 
of Quinsigamond Community College, serves on a committee 
the American Association of Junior and Community Colleges 
»hich is exploring the role of the Associate in Applied 
Sciences at the community college level. Traicoff asserted 
that the Associate in Applied Sciences degree is a designs- 
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tion for a significant number of courses to be taken in a 
career field. Not being a transfer program, the Associate 
in Applied Sciences degree represents more of a training 
program which offers more than a certificate program. Fur¬ 
thermore, Traicoff affirmed that there is not much differ¬ 
ence between all three degrees--Associate in Arts, Associate 
in Sciences, and Associate in Applied Sciences. They all 
should be a basis for further education for students. 
Traicoff (1987) also explained that the Associate in 
Arts degree serves as an entry into a program of study For 
earning a bachelor's degree. In contrast, he claimed that 
the Associate in Science degree helps students Focus on im¬ 
mediate, short term, and intermediate ranged goals. It helps 
students develop skills and knowledge, making them more 
valuable in an economic sense. Also, the Associate in Sci¬ 
ence degree provides students a way to advance in the Future 
in terms oF their status and earning power. TraicoFF assert¬ 
ed that he believed students' selF-esteem will rise with the 
Associate in Science degree. He also stated that the Asso¬ 
ciate in Science degree represents a continuity oF high 
school programs. It is an entry point to a college education 
for NSCC students. At times, TraicoFF stated that the Asso¬ 
rts in Science degree seems to raise student aspirations 
to transfer to a baccalaureate institution. He made reFer- 
ence to Dale Parnell's work, Jhe Neglected Haior^, in 
which Parnell mentioned that the Associate in Science de- 
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gree is a natural entry for high school students to college 
as well as an opportunity For students to receive a general 
curriculum of studies. Traicoff did admit, however, the 
business career in which students enroll as an Associate in 
Science degree program faces problems. These students do not 
have enough liberal arts credits to qualify as a junior in 
a four year college. He indicated that during the fifth 
semester, NSCC students are not ready to hear they can not 
transfer- as a junior. The students have to do either one of 
the Following: (1) stay at NSCC and get more liberal arts 
credits or even an Associate in Arts degree or (2) go to the 
baccalaureate receiving senior institution and enter as sec- 
ond semester sophomores. 
In fact, goals change more than mission statements as¬ 
serted Traicoff (1987). He explained that all segments of 
NSCC participate in goal setting. Departments set objectives 
for themselves and the division establish their goals. Some¬ 
times, goals may become mixed with objectives. Traicoff des¬ 
cribed the duration of objectives to be From six months to 
one year. In contrast, goals are establish for five years: 
• _a desired end two to three 
are drafted sometimes to project 
years in the future: or are set for an indefinite amount of 
time. Traicoff asserted also that the Regents impact NSCC a 
great deal especially through the budget and funding P- 
on the other hand, impact each 
cesses. Community colleges, 
thev all learn 
other in that in seeing To do the same jbo, 
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From each other, TraicoFF pointed out. For example, in 1976, 
he said that some community colleges became committed to the 
use oF computers in the classroom and the use oF computers 
in general. In time, other community colleges observing this 
success also addressed the computer issue as a curricular 
resource. 
As Far' as the Community College Presidents’ Council is 
concerned, TraicoFF described the Council as a means oF the 
presidents to share issues and discuss directions oF the 
community college system. The Council is a barometer For the 
system which measures the nuts and bolts concerns oF commu¬ 
nity colleges. In regard to the Council oF Public Presidents 
and Chancellors, TraicoFF indicated that this Council im¬ 
pacts community colleges in the area oF transFer articula¬ 
tion. He acknowledged that there are alleged problems com¬ 
munity college students are Facing when they attempt to 
participate in the TransFer Compact. Although the Compact 
stipulates that state colleges and universities will accept 
sixty credits oF work done at community colleges, some pub- 
lie institutions allegedly do not do so. TraicoFF indicated 
that nothing happens to these institutions if they choose 
not to Follow the Compact. TraicoFF, however, did point 
that as Chairperson oF a committee appointed by the Council 
oF Public Presidents and Chancellors to address the transFer 
articulation, he had not received any evidence about trans¬ 
Fer problems. He explained that what does occur at some 
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community college students who may not take courses in con¬ 
cert with the Compact requirements and then try to transfer 
these courses to receiving public baccalaureate institutions 
in lieu of the Transfer Compact requirements. Consequently, 
they encounter problems of their own making. 
Traicoff confirmed that state colleges and universities 
impact community colleges to a very large extent. He des¬ 
cribed the University of Massachusetts as the flagship of 
all public higher education in Massachusetts. Traicoff 
stated that the University very well establishes a tenor and 
an image of higher education for taxpayers. Moreover, he 
pointed out that the view of the total spectrum and role of 
each segment impacts all three segments. Traicoff indicated 
that as institutions of higher learning become more college 
and university-like and less like State Teacher Normal Col¬ 
leges, community colleges will be seen more as a friend of 
the other two segments instead of as a competitor. Also, 
Traicoff recommended that university presidents should put 
more of their money in their transfer programs which recruit 
students from community and junior colleges and then concen¬ 
trate their institutions' growth at their junior and senior 
levels. Traicoff claimed that the challenge which could be 
met within the next ten to fifteen years is to let the 
freshman and sophomore levels be the concentration of commu¬ 
nity colleges. Right now, none of these recommendations are 
happening. Traicoff also believed that there is no aggres- 
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sive search for the better students who are matriculating 
at community colleges. 
Quinsigamond Community College 
President Clifford Peterson (1987b) of Quinsigamond 
Community College (QCC) supported President Traicoff’s posi¬ 
tion that the community colleges' mission is one of finan¬ 
cial and geographic accessibility. Peterson cited instruc¬ 
tion as directly responsive to be a particular region of the 
Commonwealth. He believed that the terms urban, rural, and 
suburban, when applied to community colleges in Massachu¬ 
setts does not make sense . What does make sense, Peterson 
contended, is the availability of jobs in the geographic 
area in which the community college offers programs and cur¬ 
riculum to respond to the employment situation. He also in¬ 
sisted that the regional aspect of defining community col- 
leges is confusing since there is no basic difference in the 
people served by community colleges. Peterson explained that 
people do not live and work in the same area of the State. 
They travel and cross service areas of community colleges. 
Ac an example, Peterson (1387b) gave General Motors Corpo¬ 
ration. Although General Motors is in the service area of 
Massachusetts Bay Community College, 67. of its employees 
live in the Worcester area. Peterson suggested that the 
terms urban, rural, and suburban should be used in regard 
to the demographics of the students. 
. .._-j nrr as one of the more com- 
Peterson (1987b) described QCC as 
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prehensive community colleges in the State. The College has 
tried to maintain a balance between transfer and occupation¬ 
al-technical students. When Peterson used the term occupa¬ 
tional, he meant a technical level above and beyond voca¬ 
tional preparation. The term, vocational, is used to identi¬ 
fy secondary level programs found at the high school level 
for eleventh and twelfth grades. Peterson asserted that the 
phrase occupational and technical represents better what QCC 
offers its students. He recommended that there should be a 
career path to the occupational level from the vocational 
level. To address the issue of such a path, QCC has develop¬ 
ed 2+2 Programs [See Chapter 1] with local high schools. 
The Legislature in 1963 approved the establishment of 
QCC in response to a request of the Worcester area Chamber 
of Commerce, and it became the sixth college in the total 
community college system. Like MBCC and RCC, QCC had various 
campus sites before finally finding its permanent home cam¬ 
pus. "From temporary quarters at the College of the Holy 
Cross, Quinsigamond enrolled its first class in the Fall of 
1368. After reaching an agreement with the City of Worces- 
, - • • t __ a q y n 
ter, the College moved to city owned aci i ies. 
the Commonwealth of Massachusetts purchased property of the 
former Assumption Preparatory School-the new permanent cam¬ 
pus of Quinsigamond" (Peterson, 1982, p. D- Although lo¬ 
cated in the City of Worcester, the QCC provides services 
and suburban populations throughout Central Masse- 
* * 
to urban 
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chusetts. 
Quinsigamond Community College, according to Peterson 
(1987b), is committed to being a major provider of life long 
learning opportunities For citizens in its service delivery 
area. It recognizes the necessity to be part of the economic 
growth and development of the region by "working coopera¬ 
tively with'business and industry to provide desired educa¬ 
tion and training which will be necessary to meet the ex¬ 
panded work Force needs of the area" (George Smith, 1987, 
p. 6). These cooperative efforts have evolved into linkages 
to the business and service segments of its service area 
community. Consequences of these linkages equate to jobs for 
QCC students; a closer relationship between the work force 
and various college curricula; and economic development. 
Peterson (1987b) also explained that the value of the 
Associate in Arts degree is that it provides students trans¬ 
ferability to a Bachelor in Arts degree program as well as a 
broad liberal education. He commented on the need for a com¬ 
prehensive liberal education throughout the curriculum of 
all community college programs. Peterson indicated that the 
value of an Associate in Science degree is that it should 
represent the first and second years of a Bachelor of Sci¬ 
ence curriculum. He stated that the Associate in Science de¬ 
gree is becoming Increasingly important in Massachusetts in 
regard to engineering and high technology. However, Peter- 
maintained that the Associate in Science degree has been 
son 
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un¬ used primarily For occupational educational programs For 
mediate employment. Peterson contended that the Associate in 
Science degree used as iF it were an Associate in Applied 
Sciences degree. He believed that QCC and other community 
colleges need three distinct degree curricula and a general 
education core. He deFined general education as that portion 
oF a degree’s curriculum not directly related to the de¬ 
gree's concentration itselF. In Massachusetts, Peterson in¬ 
dicated there is a problem in regard to general education 
since it is a matter oF deFinition. Furthermore, he ex¬ 
plained that liberal arts and general education are used in¬ 
terchangeably as well as liberal arts and liberal arts 
transFer program used interchangeably. As Far as the value 
oF the Associate in Science degree, Peterson indicated that 
its Focus is specially on one objective-immediate employ¬ 
ment For the student. The issue oF transFerabi1ity is sec¬ 
ondary and a matter oF student aspirations. 
Lastly, Peterson (1987b) described the goal setting oF 
QCC as a process oF management by objectives which ha 
administrator determining a list of goal statements. From 
their work Flows the institutional goals which represent the 
starting point For QCC’s Five Year Plan. This May 19B7 
quais a two year transition process For QCC. Peterson stated 
that the Regents impact QCC’s goals as little as possibl 
However, he pointed out that the Regents seriously impact 
and determine some priorities in 
QCC’s budgetary processes 
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regard to programs and monies for such specific programs as 
Affirmative Action. Peterson admitted that community col¬ 
leges do not have complete autonomy. According to him, what 
the community colleges do not have is organized leadership. 
Chapter 15A clearly defines the role of the Regents [See 
Chapter 3]. Community college presidents' task, according to 
Peterson, is to see that Chapter 15A is followed. Peterson 
asserted that the presidents seriously felt pressed to im¬ 
pact Chapter 15A and the Regents, they would have to resort 
to the political process. 
Peterson also indicated that community colleges impact 
each other to the extent that they constitute a distinct 
system within the entire public higher education system. He 
explained that the biggest unifying factor of all these col¬ 
leges is the collective bargaining agreement. Also, he sub¬ 
mitted that the public’s positive and negative perceptions 
of what the community colleges do actually impact the rest 
of the public higher education system. Moreover, according 
to Peterson, the Community College Presidents' Council en¬ 
ables the presidents to coordinate some of the activities 
they are doing. The Council is the primary means of communi¬ 
cation between all fifteen community colleges which enables 
the presidents to support each other and promote a system 
wide unifromity. Peterson also believed that state colleges 
and univeristies should work to complement and not compete 
with community colleges. He admitted that all segments face 
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the issue of avoiding duplication of services and programs 
as well as experiencing the same Funding and budgetary pro¬ 
cesses as stipulated by the Regents. Furthermore, Peterson 
stated that the admissions standards and Transfer Compact 
are Regents’ policies. If neither policy is being carried 
out fairly and/or well, Peterson recommended that the Re¬ 
gents resolve the problem and not the presidents or chan¬ 
cellors. 
Roxbury Community College 
Roxbury Community College (RCC) is the only one in 
Massachusetts considered to be an example of the 56 commun¬ 
ity colleges in the United States serving a predominantly 
Black population (OeVaugh, 1982, p. 11). It has existed as 
a predominantly Black and Hispanic institution since it was 
founded in 1973 and has served as an example of bilingual 
education at the post secondary level. "During that period, 
it has had to continuously combat negative external factors 
consistent with the local racist and discriminatory politics 
of Boston concerning service of low income people of color" 
Cp. 10). President Brunette Wolfman (1983b) explained that 
RCC’s programmatic potential has been hampered by a lack of 
facilities and equipment. She indicated that RCC has had a 
ten year struggle to get a permanent facility, whereas BHCC 
was conceived ad the sene tine as BCC end BHCC was conpleted 
within two years (Hart, 1987c). In the Sunner of 1982, RCC 
relocated to the former Boston State College campus. 
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The move followed years of negotiations over 
possible mergers and state administrative pro¬ 
nouncements concerning the construction of a 
new campus. Negotiations over past, current, 
and future housing of the college has direct¬ 
ed the energies and attention of the adminis¬ 
tration from other problems important to the 
operation of the College. [An assumption has 
been made by RCC's officials that] the current 
support from the Governor and the Regents will 
enable the plans for the new [permanent] 
facility to be completed and that this South¬ 
west Corridor campus for 1500 FTE students 
will be constructed by the Fall of 1986 
(Wolfman, 1983b, p. 22]. 
Currently, a second early November 1987 opening of this 
permanent facility has been changes to mid-December. How¬ 
ever, the new campus may not be prepared for occupancy be¬ 
fore February 1988 (Hart, 1987c]. "Administrators said if 
construction is not finished by December, there may be no 
time to equip and furnish the new buildings before students 
begin their second semester” (p. 7]. Roxbury Community Col¬ 
lege is the only community college in Massachusetts which 
does not have a permanent facility nor campus. Since its 
mission is to provide services to people of color and other 
groups who have not traditionally been afforded equal ac¬ 
cess to higher education, these constant delays in the es¬ 
tablishment of RCC’s permanent campus is a ’’clear bias 
against people in the inner city [of Boston], be they Black, 
Hispanic, or Asian ... [an act of] racism” contended Presi¬ 
dent Wolfman (Hart, 1987c, p. 7). 
Former President Kenneth Haskins (1980] explained that 
Boston has always lacked community college services. He Felt 
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that since the University of Massachusetts, Boston would Fo¬ 
cus on admitting students who have had a traditional pre¬ 
paration For academic work, RCC would become the institution 
committed to introducing its students to "ideas, inFluences, 
and ways oF liFe that broaden their view oF the world. It 
may be that students and teachers intent on changing society 
could raise the consciousness oF community college students 
about where they Fit in the social system and why they Fit 
where they do. All this is possible, important, and underway 
in many community colleges” (Karabel, 1978, p. 558). 
WolFman (1987) believed that community colleges have 
Four basic missions. First and Foremost, they serve as a 
component within the higher education Framework. They oFFer 
high quality traditional curriculum at a low cost. Second, 
community colleges respond to community needs in terms oF 
services and occupational-technical programs. Third, they 
represent an alternative educational experience For adults 
who plan to return to school. Fourth, community colleges’ 
greatest value is their ability to be inventive and crea¬ 
tive in regard to interests expressed by community groups. 
In specific, Wolfman (Thompson, 1985) stated that RCC’s mis 
sion is to do the Following: 
construct a permanent ne. campus along the 
Southwest Corridor in Roxbury 
F or6 teach inland - help RCC students 
enter the hfgh technology and service sectxons 
develop6our°programs and resources through col- 
and strategies For 
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laborative links with industry and other 
institutions (p. 1). 
Roxbury Community College has committed itself to en¬ 
large the number of technical career programs it offers 
(Wolfman, 1984). Haskins (1980) stated that labor intensive 
industries in the fields of health and high technologies 
will provide opportunities for RCC to establish relation¬ 
ships with businesses and agencies. Such collaborative ef¬ 
forts hopefully would result in employment opportunities for 
RCC students and increase public recognition of what RCC has 
to offer. 
In as much as Wolfman [1987) is concerned, the Associ¬ 
ate in Science degree is interchangeable with an Associate 
in Arts degree. Formerly, the Associate in Science degree 
was considered a terminal degree. Wolfman pointed out that 
the Associate in Arts degree should be the first two years 
of a liberal arts major and should prepare students for 
their junior year of a four year institution. Wolfman ex¬ 
plained that students try to achieve an educational level 
by taking a variety of introductory courses. However, she 
believed that this is not the case for many students who are 
enrolled in liberal arts. She stated that they take a smat¬ 
tering of courses and not a solid foundation of core courses 
with a declared major. Furthermore, Wolfman had mixed feel¬ 
ings about the value of the Associate In Applied Sciences. 
The Associate in Arts is a transfer degree while the Asso- 
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ciate in Science is considered a terminal degree. Now, col¬ 
leges are accepting the Associate in Science degree as 
transferable , and some seem to accept the Associate in Ap¬ 
plied Sciences degree, also. WolFman commented that students 
enrolled in the Associate in Applied Sciences degree program 
may be at a disadvantage in comparison to their classmates 
enrolled in Associate in Arts and Associate in Science de¬ 
gree programs when they consider continuing their education 
in the Future or plan to advance in their career Field. 
WolFman (1987) explained that Or. CliFFord Peterson, 
President oF Quinsigamond Community College, Feels that stu¬ 
dents with an Associate in Applied Sciences degree would 
beneFit since he believed that they would be penalized with 
just a certiFicate. Peterson, according to WolFman, advo¬ 
cates the Commonwealth’s support For the Associate in Ap¬ 
plied Sciences degree and would like employers to advertise 
For employees who have an associate degree. 
The Associate in Science degree has also been compared 
to a shortened apprenticeship program by WolFman (1987). She 
indicated that the role of an Associate in Science degree is 
to provide a basic one year Foundation. There is no common 
core nor agreement at BCC about the course requirement For 
the First year. During the second year, students specialize 
in their particular occupatione 1-technica1 area. In regard 
to the Associate in Arts degree, WolFman (1987) stated that 
its Function, is to provide the First «o years oF a Four 
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year degree, she stated that students could then specialize 
during their junior and senior years. 
Finally, WolFman (1987) indicated that the goals of 
Roxbury Community College are done independently From the 
Regents. Goals are required by the Regents only in the com¬ 
munity colleges’ Five Year Plans. WolFman indicated that the 
Regents are -now reconsidering the planning process and are 
discussing their reactions with the presidents and trustees. 
In addition, WolFman explained that state colleges and uni¬ 
versities impact community colleges in regard to transFer 
requirements . She also stressed the Fact that public higher 
system is not one system in regard to admission standards. 
She pointed out that there is no monitoring oF admissions 
standards oF state colleges and universities. Although state 
colleges and universities are allegedly supposed to reFer 
underprepared students to community colleges, they do not 
do so in a consistent basis, WolFman claimed. Likewise, 
she claimed Transfer Compact agreements are accepted by all 
segments although the extent of acceptance-all of sixty 
credits—is inconsistent in terms oF interpretation. 
SpringField Technical Community College 
SpringField Technical Community College is located in a 
national historic land mark site. It is located on 34.5 
acres of the Armory Square complex of the former Springfield 
Armory. The whole Armory square complex—54 acres in 
has been designated as a National Historic Landmark. The re- as a 
232 
maining 19.5 acres of the complex are managed by the Nation¬ 
al Park Service which oversees the Gun Museum (Office of 
Academic Affairs, 1985, p. 196). Chartered in 1964, Spring- 
field Technical Institute became Springfield Technical Com¬ 
munity College (STCC) in 1967 as it entered the Massachu¬ 
setts community college system (Scibelli, 1984b). 
Presideht Andrew Scibelli (1985a) stressed that STCC 
has traditionally placed high priority on offering a techni¬ 
cal education that is both state of the art and job place¬ 
ment oriented. STCC has program offerings in electronics, 
computer science, engineering, engineering technologies, 
business, nursing, and health and human service technolo¬ 
gies. It also increased its engineering offerings and ex¬ 
panded transfer programs in engineering science and liberal 
arts as well as programs such as Fire Science, Law Enforce¬ 
ment, and Early Childhood Education (Scibelli, 1983a). 
Moreover, Scibelli (1987a) defined the mission state¬ 
ment as a statement which depicts the ebb and flow of STCC. 
He explained that the mission statement is adjusted to meet 
the needs of the community it services. In accordance with 
the Regents' mandate, Scibelli affirmed that STCC is flex¬ 
ible, accessible, and community oriented. Like its sister 
institutions, STCC offers a high quality education at a low 
cost. Scibelli noted STCC's work with local schools in de¬ 
veloping 2+2 programs; providing career awareness progra 
for high school students; targeting minorities and females; 
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and facilitating the study of advanced science technology 
for high school faculty. "Probably the greatest strength of 
[STCC] is its effectiveness in meeting its mission of serv¬ 
ice to the community through a diversified array of pro¬ 
grams ... [which] are selected in cooperation with area per¬ 
sons serving on advisory committees and in direct response 
to technological change. Specialized programs have been de¬ 
veloped to help the under qualified to become qualified for 
the rigors of the more sophisticated technical and general 
courses and programs" [Scibelli, 1983a, p. 3]. 
Also, Scibelli (1987a] stated that the Associate in 
Arts degree is broad in nature. He considered the Associate 
in Science degree to be far more specific and offers a more 
hands on type of educational approach. Scibelli explained 
that the American Council of Occupational Education recom- 
mended making the Associate in Science degree a transfer de¬ 
gree end the Associate in Applied Sciences degree a purely 
occupational-technical degree. He also believed that an 
Associate in Arts degree serves as a transferable program 
which has very limited value as a terminal program. He 
claimed that they know this Fact by the success rate of 
students in the job market. In regard to the Associate in 
Science degree, Scibelli contended that it has a very 
specific role-career and job orientation. He stated that 
at STCC, the Associate in Science degree is not considered 
for transfer in general. In specific, it is used as a 
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transfer option in the area of engineering only. The engi¬ 
neering program is designed so that students with an Asso¬ 
ciate in Science in Engineering can have junior status at a 
receiving baccalaureate institution. However, Scibelli con¬ 
tended that most Associate in Science programs are not de¬ 
signed for transfer to a four year college. He explained 
that basically, the role of the Associate in Applied Sci¬ 
ences degree is like that of the Associate in Science de¬ 
gree. Scibelli point out that its distinction is that it, 
namely the Associate in Applied Sciences degree, is not de¬ 
signed for transfer. However, Scibelli admitted that what 
is transferable or not is determined by the receiving four 
year institution. 
Agreeing with President Wolfman, Scibelli (1987a) in¬ 
dicated that STCC’s goals are basically determined by means 
Of the Five Year Plan. He explained that input is available 
From all levels of STCC in the setting oF STCC's goals. Sci 
belli conFirmed that the Regents impact community colleges 
in terms oF the money they allot to the colleges. In actu¬ 
ality, Scibelli explained that the Regents only recommended 
budgetary allotments. He commented that the State Legisla¬ 
ture is the source oF all Funding. The Regents provide di¬ 
rection to the distribution oF the state's allotment. When 
the Legislature approves the annual Fiscal budget, it sends 
it to the Regents who, in turn, indicate the line item ac¬ 
counts. Scibelli took note that the Regents monitor each 
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college's transfer of funds from any one account to another 
and can, in effect, say no to any such transfer of funds. 
He explained that community colleges submit their budgets 
to the Regents, who, in turn, forward them to the Legisla¬ 
ture. Moreover, Scibelli stated that the Regents can also 
impact the personnel slots and physical plant needs requests 
of the community colleges. They also can provide the disci¬ 
pline over the colleges' presidents and are ultimately re¬ 
sponsible for the presidents' and other administrators' sal¬ 
ary increases. In other words, according to Scibelli 
(1987a), the Regents may employ subtle ways to encourage 
community colleges to see the world as they do in Massachu¬ 
setts. Scibelli also affirmed that state colleges and uni¬ 
versities impact community colleges in regard to the trans¬ 
ferability of the programs. These other two segments, stated 
Scibelli, dictate to the community colleges the curriculum 
their programs should have if they wish their students to 
be able to transfer to their institutions. For example, Sci¬ 
belli explained, the American Business Association Accredi¬ 
tation group has determined that, in Massachusetts, commu¬ 
nity college marketing and management classes can not be 
transferred to a baccalaureate receiving institution since 
it apparently has come to the conclusion that these classes 
are upper level courses which should be offered at the 
ceiving public four year institution. In other words, cur¬ 
riculum, the need for FTEs, and program offerings represent 
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turf issues between the three segments--community colleges, 
state colleges, and state universities (Parkins, 1987 and 
Edward Kerr, 1987). Independent, private colleges and uni¬ 
versities are more responsive in some instances to STCC 
transfer students (Parkins, 1987). 
The Second Objective 
Introduction 
The second objective was to investigate the opportuni¬ 
ties for community college students for the expressed li¬ 
beral arts curriculum. All of the eight community colleges 
studied offered both career programs and transfer programs. 
Career programs prepare students with the more practical ex¬ 
periences sought by the marketplace—a market place charac 
terized by a need for an increasing degree of specialization 
on the part of its employees, and transfer programs provide 
students with broader and more theoretical experiences 
strengthened by core curriculum requirements which are usu¬ 
ally incorporated in the first two years at most four year 
institutions of higher learning (Peterson, 1983b). The li¬ 
beral arts program, often referred to as the liberal arts 
transfer program or transfer program, is designed for those 
community college students who either intend to gain a gen¬ 
eral educational background or to ultimately earn a Bachelor 
in Arts or Bachelor in Science degree (Shively, 1980). This 
program encompasses courses in areas such as the humanities, 
social sciences, natural sciences, and mathematics which 
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provide students with learning experiences that purport to 
assist them in gaining concepts, knowledge, and skills re¬ 
quired to function as a well informed individual (Houlihan. 
1983a) . Seeking to make the liberal arts program relevant 
to its students, RCC involves neighboring cultural and 
community agencies in order to enrich its humanities and 
social science courses (Thompson, 1985). 
While all disciplines, properly taught, convey 
not only information but also the skills and 
methods for acquiring more information, the 
humanities reveal the need for such adapta¬ 
tion skills and an appreciation for them as 
a vital part of the human behavioral reper¬ 
toire. The ability to make an appropriate re¬ 
sponse to change in the light of one's basic 
objectives and values is an absolutely vital 
part of the survival skills needed by members 
of the human species (Shared Vision Task Force, 
1987, p. 12). 
In other words, the liberal arts curriculum intends to as¬ 
sist students in gaining the "tools to shape their lives" 
(Traicoff, 1984b, p. 1), namely the insight to understand 
themselves. 
Reflecting a national trend, the number of community 
college students in Massachusetts enrolled in the liberal 
arts program continued to increase until the 1970s. The 
early 1970s represented a period of change at campuses 
where students began to shift their interests from trans¬ 
fer programs to career programs. Prior to this change, "the 
popular sentiment had been that career programs tended to 
be primarily beneficial to those who were less academically 
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proficient” (Van Winkle, 1983a, p. 3). Gradually, the en¬ 
rollment figures declined on the one hand and increased in 
the Associate in Science and in Associate in Applied Sci¬ 
ences programs (Peterson, 1983b). For example, at MBCC in 
1958, its student body had 63% of its members enrolled in 
transfer programs and 37% of its members in career programs. 
In 1983, ”73% of the student body [were] enrolled in career 
programs, 13.4% [were] in the Developmental Program, and 
only 13.6% [were] in the transfer programs" (Van Winkle, 
1983a , p. 3) . 
□nee, the liberal arts programs were highly structured 
In some community colleges like QCC, for example, students 
had few choices and were required to take two years of Eng¬ 
lish and a foreign language. Now, the liberal arts curricu¬ 
lum is considered more flexible, especially in regard to the 
sophomore year (Peterson, 1983b). Students at QCC only have 
to take two semesters of English Composition and one semes¬ 
ter of World History. In addition, students may select 
twelve credit hours in the humanities; twelve credits in 
the social sciences; six credits in mathematics; and eight 
credit hours of laboratory science. The remaining eighteen 
hours are to consist of liberal arts electives, and six 
credit hours of non-liberal arts are permitted (Peterson, 
1983b). Foreign language are no longer required and neither 
is physical education. In short, apparently, the liberal 
mill continue "to evolve ... in mays ealeu- 
arts program 
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lated to strengthen and improve its usefulness to students 
wishing to transfer to upper division institutions" (Shive¬ 
ly, 1985b, p. 17). The justification and flexibility of the 
liberal arts program is as follows: 
The area of liberal arts education is very much 
in need of curriculum assessment, revision, and 
upgrading. Because liberal arts tend to lend 
themselves to a 'classical’ concept of education, 
the resultant misconception is that 'classical' 
can be constant and unchanging. The dramatical¬ 
ly obvious changes which are seen relevant to 
technological educational practices overshadow 
the changes in curricula and practices which 
should be applied in the area of liberal arts 
education to keep the programs current. Not 
only is this curriculum development essential 
to the interests of the faculty but also to the 
students who specifically major in liberal arts 
and to the students majoring in other programs 
who select electives toward the goal of a well 
rounded education (Scibelli, 1983a, p P ■ 24-25). 
Opportunities for community college students for an ex 
pressed liberal arts curriculum are based initially on ac¬ 
cess. Community colleges can no longer be responsive only 
to expressed needs, asserted Bartley (1985b). He believed 
that community colleges must exert the initiative in terms 
of researching and defining student needs as well as remov¬ 
ing barriers to access. For example, Bartley (1983a) advo 
cated that access could be expanded by increased outreach 
efforts on the part of community colleges since many in 
dividuaIs who would be well served by [community colleges] 
are only merglnelly eware of ... the programs and services 
offered" (p. 2). Lack of information appears 
the barriers to access. 
to be one of 
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Bartley (1983a) pointed out that "even college oriented 
high school seniors and their counselors could be better in¬ 
formed about ... the opportunites available at [community 
colleges]" (p. 2). In addition, Bartley encouraged linkages 
to be developed between community colleges and community 
service agencies. Furthermore, he (1985b) also recommended 
that commuhity college satellite campuses may be housed at 
local schools. In this way, they can serve members of the 
service area community, who, although they are nervous a- 
bout pursuing college level work, may be less so if they 
could take college courses at a local school in an environ¬ 
ment with which they are familiar. Moreover, the existence 
of well publicized support groups also can serve as a 
means of increasing access. Prospective students will be 
able to identify with people already enrolled as community 
college students (Bartley, 1983a, p. 3). In addition, Bart¬ 
ley encouraged community colleges to consider honor level 
courses to attract and serve "superior students, who, for 
financial or personal reasons, can best be served by a small 
public college located within commuting distance of their 
homes" (Bartley, 1383a, p. 3). At the same time, Bartley 
(1985b) indicated that community colleges should continue 
to increase access to groups who are still under represent¬ 
ed in Massachusetts' public higher education system: mi¬ 
norities, handicapped persons, adult men, and limited Eng¬ 
lish speaking individuals. 
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One of the community colleges surveyed takes a unique 
approach to the issue of access to opportunities to the ex¬ 
pressed liberal arts curriculum. STCC recognized the need 
For a bridge to be built--a linkage to be Forged--between 
the secondary level public school system and the public 
higher education system early in the student's public school 
education. STCC pointed out that this early intervention 
program "Facilitates the process oF career inFormation For 
prerequisite academic preparation during high school" COF- 
Fice oF Academic AFFairs, 1385, p. 157]. In other words, 
children are educated prior to entering high school about 
the importance oF secondary level courses in the ultimate 
academic and career goal process by means oF a mentor pro¬ 
gram which pairs junior high school students with community 
college Faculty, and in some cases, with industry sponsors. 
STCC has developed such a collaborative career Aware¬ 
ness Program with the SpringField public schools in order 
to provide assistance in the career and academic guidance 
of junior high school students (Office of Academic Affairs, 
1985). During the summers, STCC provides in-service work¬ 
shops for Springfield public schools' science and mathema¬ 
tics teachers for the purpose of assisting them in regard to 
the integration of academic and career information in their 
classroom instruction. Public school students will also be 
recruited for summer enrichment courses in science and 
emetics. "These mini-courses will help the students build 
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their confidence about taking science and mathematics 
courses as they complete junior high school and choose ap¬ 
propriate high schools" (Office of Academic Affairs, 1935, 
p. 169). Local businesses are encouraged to fund scholar¬ 
ships for students to attend these summer enrichment 
courses, tuition free. 
Demographic Information on Community College Students 
When discussing the issue of access to the liberal arts 
program or to any other program, one must keep in mind the 
students involved. A profile of community college students 
enables one to understand who wants to enroll at community 
colleges and for which programs. Gathering and preparing 
demographic information are valid and essential means for 
community colleges to use in the preparation of their long 
range enrollment planning and in the determination of re¬ 
cruitment strategies. However, not enough efforts have been 
exerted to make "periodic reports on social, political, eco¬ 
nomic, and technological trends" (Thompson, 1985, p. 17). 
Such reports would also aid aid program directors to assess 
trends when they plan and review their programs. That re¬ 
search which has been done by the Regents illustrated that 
"many more older students, more 'black and brown students' 
whose First language is not English, and more students From 
homes with single parents" (Curwood, 1987d, p. 17) are en¬ 
rolling in community colleges. Clevenger (1987) defined the 
typical community college student body as Follows: 
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Students [who] are older, working, goa! oriented, IZ "p9[adlp9 or changing skills. They often lack 
the background necessary For college work as well 
as confidence in their ability to learn. In many 
cases, they re the first of their family to qo 
past high school ... These students are able to 
relate what they are studying to other experiences 
jobs ... When they see evidence that they can 
achieve at a high level, their subsequent achieve¬ 
ment , and self-confidence increase dramatically 
( P • 2 ) . J 
Shively (I985e) stated that many community college stu¬ 
dents typical recent high school graduates or mature a- 
dults have financial difficulties and need financial assis¬ 
tance. "Tuition waiver programs have increased from essen¬ 
tially one program, Vietnam Veterans, to at least eight pro¬ 
grams , all requiring individual attention: employees of 
higher education; dependents of employees of higher educa¬ 
tion; State employees; Massachusetts Vietnam Veterans; Na¬ 
tional Guard; Unemployed Tuition Waiver; Tuition Waiver- 
Financial Assistance; and senior citizens” (Shively, 1985e, 
p. 54). Furthermore, research that has been done pointed out 
that within two or three years, Massachusetts will witness 
a 43% drop in the number of eighteen year old students. This 
drop will cause additional strain and competition between 
the three segments of the public higher education system 
(Cohen, 1986a). Van Winkle (1983a) predicted that this drop 
will be noticeable by 1992. He forecasted that community 
colleges would fare better than the state colleges and uni¬ 
versities . 
This decline will be counteracted partially by 
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the rise in the number of women aged 25-30 
returning to college part-time. Also, as 
inflation continues to Force more persons 
into the work force, programs to train and 
retrain are becoming increasingly necessar- 
y. Therefore, short term intensive training 
programs are required to alleviate the mis¬ 
match between the jobs and the workers seek¬ 
ing those jobs. In particular, the increase 
in the diversification of high technology 
industry and the need for specialized person¬ 
nel create a demand for programs to update 
and refine employees' skills (p. 10). 
Given the stated importance of demographic information 
about community colleges students, the researcher approached 
the Regents and each of the eight community colleges in the 
sample for the following demographic information [See Appen¬ 
dix B] for the academic semesters Fall 19S5, Spring 1986, 
Fall 1986, and Spring 1987: 
Age 
Gender 
Race 
Residence 
Program of Study 
Financial Aid Status 
Veterans’ Status 
Income Level 
Citizen Status. 
The groups for which the researcher wanted this infor¬ 
mation were as follows: 
All students 
Students enrolled as Liberal Arts [LA] majors 
Students enrolled as LA-ESL majors 
Students enrolled as LA-Certificate majors 
Students enrolled as General Studies majors 
students enrolled as LA-Business majors 
Students enrolled as Associate in Science majors 
Students enrolled as Associate in Science majors 
bv each major area of concentration 
Students enrolled in non-LA Certificate Programs 
Students^enrol led as Associate in Applied Sci- 
Students^enrolled as Associate In Applied Sci¬ 
ences majors by each major area of concent 
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. Students enrolled as part-time students 
. Students enrolled as part-time students by 
program of study 
Students who transferred to community col¬ 
leges 
. Students who transferred to community col¬ 
leges by program of study. 
The researcher wanted to learn who the community col¬ 
lege students are in comparison to how they are described 
by educators locally. She also wanted to examine the pro¬ 
file of students enrolled in liberal arts degree programs 
and certificate programs and compare their profile to those 
students enrolled in Associate in Science and Associate in 
Applied Sciences. The researcher wanted to determine how 
they compared in regard to the variables of race, age, gen¬ 
der, residence, citizen status, income level, financial 
aid status, and veterans' status. Moreover , she sought to 
learn how many students actually were part-time and in which 
programs they were enrolled. The issue of part-time students 
was considered so as to determine how much their enrollment 
affects the total course enrollment reports as well as the 
enrollment figures in the degree programs. Furthermore, the 
researcher was interested in learning what kind of students 
transfer to community colleges and into what programs they 
enrolied. 
In specific, the researcher was intent on learning 
about the following factors in order to answer the follow¬ 
ing questions: 
Age Do the ages of the students of the eight 
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community colleges surveyed reflect what the 
community colleges indicate as an increasing¬ 
ly older student body? 
Gender 
Are there more women than men enrolled in 
community colleges? 
Race 
What actually is the number of minority stu¬ 
dents enrolled at the eight community colleges 
survey? How do they compare in number to the 
total number of white students enrolled? Of 
the number of students designated as minori¬ 
ties, how many are American citizens? How 
many are foreign students? How many are 
permanent residents? 
Program of Study 
Who are actually enrolled in the Associate 
in Arts, Associate in Science, and Associate 
in Applied Sciences programs? Who have been 
enrolled in certificate programs? How many 
of the total number of students enrolled as 
Associate in Arts, Associate in Science, and 
Associate in Applied Sciences students are 
really part-time? How many are minorities 
and non-citizens? 
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Income Level 
What are the average income categories of com¬ 
munity college students and how do their in¬ 
come levels compare to their choice of pro¬ 
grams of study--Associate in Arts, Associate 
in Science, Associate in Applied Sciences, or 
certificate program? 
Citizen Status 
How many community college students are not 
American citizens? How many are Foreign stu¬ 
dents? OF this number, how many are categorized 
as minorities? OF non-citizen minorities, how do 
their total numbers compare to the total number 
oF students identiFied as minorities, how many 
are actually Americans? 
Financial Aid Status 
How many students are receiving Financial aid? 
What kind oF aid are they receiving? In what 
kind oF programs are they enrolled? What kind 
oF student is identiFied as Disadvantaged? 
Veterans 
How many are enrolled as students? What pro¬ 
grams have they chosen? 
Residence 
Where do community college students come 
From—urban, suburban, exurbia, op inner c’ y 
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areas? In what countries are their permanent 
residences? Do these students come From the 
designated service areas of each community 
college surveyed, or are they from areas serv¬ 
iced primarily by other community colleges? 
Board of Regents 
The researcher began her search for this demographic 
information by presenting to each administrator whom she in¬ 
terviewed at the Board of Regents and community colleges a 
statistical information request form [See Appendix B]. The 
reactions she received from the administrators were varied. 
At the Board of Regents, the researcher met with Dr. Peter 
Mitchell (1987], Vice Chancellor of Planning and Program¬ 
ming. Dr. Frank 1yn Jenifer ( 1987a], Chancellor, had referred 
the researcher to Dr. Mitchell. Curing her meeting with Dr. 
Mitchell, the researcher was informed that Dr. Mitchell 
considered her statistical information request to be too en- 
compassing. He Further explained that the request »ould 
place an enormous burden on his staff. Hovever, should the 
researcher be silling to incur the costs of processing the 
data shich Dr. Mitchell indicated his offioe already had on 
computer tape, there then might be a possibility of her re¬ 
ceiving these data. The researcher, in turn, explained to 
□r. Mitchell that President David Bartley (19B7) of Holyo 
Community College; James McCann C19B6). Director of Data 
Bunker Hill Community College; Elaine Smith 
Processing, 
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(1987), Director of Planning and Institutional Research, 
North Shore Community College; and Richard Williams (1987c), 
Assistant to the President of Roxbury Community College had 
indicated that their colleges had sent these data already to 
the Regents and had referred the researcher to the Regents 
to get the data. They explained that to their knowledge, the 
Regents had processed these data at least for the semesters 
Fall 1985, Spring 1986, and Fall 1986. Therefore, the re¬ 
searcher concluded that cost should not be a factor and so 
informed Dr. Mitchell. 
Prior to her meeting Dr. Mitchell, the researcher had 
learned from her field research that the Regents’ Enrollment 
Auditing Ststem (EAS) consisted of an audit of the enroll¬ 
ment of each of the twenty-nine public colleges and univer¬ 
sities of the Massachusetts' public higher education system. 
The first EAS report for the Fall of 1984 was published in 
March 1985. Before it was designed, the Regents’ Management 
Systems Division would gather data in the following manner: 
obtained and analyzed student unit records from 
a number of state colleges and universities 
reviewed student unit record enrollment systems 
from other states to identify important data 
. made site visits to campuses to observe possible 
data collection problems (Van Ummerson, 1986, 
p. A3). 
Van Ummerson (19SB) explained that the Regents concluded 
that 
cause 
individual student unit records mere necessary be 
they permitted date verification and validation. 
Ho w - 
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ever, they acknowledged that such a system would be hard to 
implement due to the diversity and size of the three public 
higher education segments. 
The entire procedure of gathering data at the Regents 
consists of the Enrollment Auditing System Model, the Data 
Collection Network, the Data Element Set, and the System 
Operational Phases. The Data Collection Network consists of 
the twenty-nine public college and university campuses, the 
Regents' computer network, and the Board of Regents [Van 
Ummerson, 1386). The Data Element set is made up of four 
separate tapes requested from each campus for each semester 
since the Fall 1984 Term: 
Structure/Key Control File 
Campus File 
. Department File 
Institutional Program/Major File 
. Course Description File 
. Course Schedule File 
Enrollment Summary/Student Record Profile 
Without Grades 
Enrollment Summary 
Student Record Profile 
Student Name and Address File 
Student Name and Address 
Enrollment Summary/Student Record Profile 
With Grades 
Enrollment Summary 
Student Record Profile. 
Tape 1 : 
Tape 2: 
Tape 3: 
Tape 4: 
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The six System Operational Phases of the Enrollment 
Auditing System consist of tape preparation, tape produc¬ 
tion, variable editing, data analysis, system development, 
and system reporting. After discussing the existence of the 
data collected by the Regents by means of their Data Col¬ 
lection Network, the researcher began to negotiate a compro¬ 
mise whereby the researcher would study the documents at 
the Office of the Board of Regents at no cost to Dr. 
Mitchell’s own department. However, Dr. Mitchell expressed 
concern about providing a study area for the researcher on 
a consistent basis. By means of the Chancellor's interven¬ 
tion and agreement of Vice Chancellor of Fiscal Affairs 
and Management, Joseph Finnegan, the researcher was pro¬ 
vided a study area in the Fiscal Affairs Department. Dr. 
Mitchell then referred the researcher to Mr. Ron Biron, 
Director of Data Quality. He also recommended that the re¬ 
searcher interview Dr. Tossi Taylor, Associate Vice Chan¬ 
cellor of Academic Affairs; Joseph Finnegan, Vice Chancel¬ 
lor of Fiscal Affairs and Management; and Laura Clausen 
Director of Planning and research Development. The re¬ 
searcher then met with Mr. Biron after she concluded her 
interview with Dr. Mitchell in order to discuss her statis¬ 
tical information request. 
Biron C 1907) stated that he .as not oertain if the in¬ 
formation which the researcher requested could be made a- 
vailable. He explained that the Regents do not require the 
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community colleges to report by program in the enrollment 
audit. The colleges only report by race, gender, residence, 
age, and campus. He also indicated that variables such as 
the Associate in Applied Sciences nomenclature have not been 
coded specifically, and therefore, the Regents do not have 
these data nor are the enrollment figures of the Associate 
in Applied Sciences degree separated from either the Asso¬ 
ciate in Arts or the Associate in Science degree. Biron also 
indicated that the Regents did not have any of the data con¬ 
cerning Spring 1986 which the researcher requested, nor did 
the Regents begin to collect data for the Spring 1987 term. 
What the Regents had were data on tape for Fall 1985 and 
Fall 1986. However, Biron explained that although the Re¬ 
gents had the data which the researcher needed, his staff 
had not reported on them yet since the data had not been 
checked for errors nor for completeness. Consequently, Biron 
pointed out that he did not know how clean the data on the 
tapes were at the moment. 
Biron also indicated that his office did not have the 
resources nor the staff to process all data from the entire 
public higher education system. Moreover, he did not be¬ 
lieve that the Regents had separate data about the programs 
of study in which students who transferred to community col 
leges were enrolled. In regard to the researcher's request 
for information about students enrolled in LA certificate 
and non-LA programs 
Biron commented that these 
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Figures may be incorporated in the Associate in Arts and 
Associate in Science total enrollment Figures at some commu¬ 
nity colleges. He Further added that the Regents had asked 
through their OFFice oF Academic AFFairs For a system wide 
inventory oF programs to take place in order to standardize 
reporting nomenclature. Their intent is to make this coding 
reporting similar and to have the institutions oF higher 
learning have similar HEGIS [Higher education General InFor- 
mation Survey] codes. According to Biron, currently there 
are no categories oF programs uniFormly designated system 
wide. Biron did release to the researcher the Following re¬ 
ports , but he did not provide all oF the data as speciFical- 
requested by the researcher [See Appendix B]: 
Hiaher Education General InFormation Survey Sum- 
mary Report 1984 
. Enrollment Auditinq System Report State Supported 
Enro11ment Fall 1984 
Enro11ment Auditinq System Report State 
Supported 
Enro11ment Fall 1985 
Massachusel :ts Hiqher Education General 
InForma- 
Survey Summary Repport 1985. 
However, as stated previously, the Regents' Enroll¬ 
ment Auditing System had generated most of the data the 
researeher needed since the Fall of 1984. Yet, these data 
were not provided. What the researcher did receive can be 
seen in Tables S to 7. Consequently, the researcher could 
254 
not determine From data supplied by the Regents iF, in Fact, 
students were participating in the expressed liberal arts 
curriculum For the Fall 1985, Spring 1986, Fall 1986, and 
Spring 1987 semesters. The only demographic data the re¬ 
searcher received From the Regents dealt with the age, race, 
gender, enrollment status, and county oF residence oF stu¬ 
dents enrolled in community colleges For the Fall 1985 se¬ 
mester . 
The Regents did not provide data concerning the enroll¬ 
ment Figures For Full and part-time day students who were 
enrolled in degree programs--Associate in Arts, Associate in 
Science, and Associate in Applied Sciences. Furthermore, the 
Regents did not provide data concerning the enrollment Fig¬ 
ures oF these students by major in each oF the degree pro¬ 
grams . Consequently, the researcher was unable to determine 
the number oF slots made available For students, especially 
For those students who declared themselves Associate in Arts 
majors. 
Table 5 shows that HCC, MBCC , and MCC had a majority of 
students enrolled between the ages of 15-19, whereas BHCC, 
NSCC, QCC, RCC, and STCC had a majority of students who were 
twenty years of age and older. The bulk of their student en¬ 
rollments was made up of students betwen the ages of BO end 
45. All of the eight community colleges enrolled more women 
than men. People of no color, namely whites, represented a 
plurality at MCC, NSCC, QCC, and BHCC. On the other hand, 
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at: MBCC and STCC, whites represented approximately 60% of 
the total student population only because of the large num¬ 
ber of unknown students who are probably mostly white. RCC 
was the only institution in which the people of no color 
constituted less than 14% of the total student population, 
and people of color were more than 86% of all the students 
enrolled. In terms of the people of color, non-Hispanic 
Blacks were the largest group enrolled followed by the His¬ 
panic and then Asian students. These eight community 
colleges had more non-Hispanic Blacks enrolled than His- 
panics and Asians. Likewise, seven of the eight community 
colleges had more Hispanics than Asians. The eighth col¬ 
lege, BHCC, had 65% more Asians than Hispanics. Of the to¬ 
tal number of Asians enrolled in the Fall 1985 semester at 
these eight institutions, BHCC had approximately 74% of the 
total number of Asian students enrolled at these eight 
schools for the Fall 1985 term. Moreover, whereas no His¬ 
panics were known to be enrolled at MBCC; 5TCC had 29%; 
RCC had 26%; and BHCC had 15%. Collectively, these three 
colleges had 70% of the total Hispanic student population 
of the eight schools studied. 
Furthermore, the Regents explained that the ethnicity 
not reported headcount and FTE Figures are under repre¬ 
sented because some campuses code ethnicity unknown 
white. Consequently,the white headcount and FTE figures 
may be over represented in the data reported (Van Ummer- 
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son, 1986). In additon, the Regents submitted that the Fed¬ 
eral Government does not have a general Asian Pacific Is¬ 
lander category as do the Regents in their race variables. 
In this category are included the Japanese, Chinese, Fili¬ 
pino, Korean, Asian Indian, Vietnamese, Hawaiian, Guanaman- 
ian, and Samoan. 
It appears, therefore, that under the Federal Cen¬ 
sus Bureau procedures , other Asians and Pacific 
Islanders (Cambodians, Laotians, etc.) are includ¬ 
ed under ’other'. EAS , however, has one general 
category of ’Asian and Pacific Islanders' which 
covers the entire geographic area. Another major 
difference between the two systems is that Cape 
Verdeans are not listed as a separate category 
by the Census Bureau as they are within EAS. 
Finally, the Census includes non-residentia1 
aliens but not as a separate category (Van 
Ummerson, 1986, pp. A16-17). 
Furthermore, the United States Department of Education 
defines American Indians or Alaskan Natives as people who 
have roots in any of the original peoples of North America 
and who maintain cultural identification by means of trib¬ 
al affiliation or community recognition. On the other hand, 
non-Hispanic Blacks are those individuals who have origins 
in any of the Black racial groups of Africa. In contrast, 
Hispanics are identified as persons of Mexican, Puerto 
flican, Cuban, Central or South American or other Spanish 
culture or origin, regardless of race. Finally, non-His- 
panic whites are those individuals whose origins are in any 
of the original peoples of Europe, North Africa, or the 
Middle East (Peng, 1986). The Department of Education 
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clearly states that the racial categories do not in any way 
denote scientific definitions of anthropological origins 
and that a person is only counted in one group. These race 
and ethnicity categories apply to U.S. citizens and resi¬ 
dent aliens, holders of Form 1-551/155. Non-resident aliens 
are not citizens nor nationals of the United States. They 
are in the United States on a visa or temporary basis and 
do not have the right to remain here indefinitely (Peng, 
1386 ) . 
Table 6 illustrates the enrollment patterns of the 
Fall 1385 term. With the exception of MBCC, the community 
colleges had more part-time students than full-time stu¬ 
dents. In addition, students identified as unclassified 
represented a significant category. At BHCC, MBCC, MCC, and 
STCC, unclassified students constituted more than 40% of 
the total number of students enrolled. At NSCC and QCC, 
they made up more than 35% of the student population. Only 
at RCC were unclassified 2% of the total student popula¬ 
tion. Only three colleges, HCC, MCC, and STCC, reflected 
pre-college student enrollments. At HCC, these students 
were less than 1% of the total student population. At MCC 
they were 3%, and at STCC, they were more than 4%. 
Furthermore, according to the Regents (Marshall, 
1986), community colleges reported their enrollment fig¬ 
ures by using 
the following categories: gender, 
level (pre 
college and lower division), 
and status (classified and un 
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classified as well as Full and part-time). Classified stu¬ 
dents are students who are formally matriculated as candi¬ 
dates for a degree. Unclassified students are those who are 
taking courses for credit, but are not according to the col¬ 
leges' records degree candidates at the time they are re¬ 
ported. These data indicated that the bulk of unclassified 
students are also part-time students [Marshall, 1986). 
Because of the nature of the definition of 'un¬ 
classified' students, it is often difficult for 
an institution to accurately categorize them ac¬ 
cording to level — either undergraduate or post¬ 
baccalaureate. As a result, it can not be assumed 
that unclassified students are reported in the 
same consistent or uniform manner as the clas¬ 
sified enrollment figures. Because the data on 
unclassified students are often deemed less re¬ 
liable than that on classified students, data 
for both groups are presented separately for 
those who require data on students currently 
enrolled in degree programs (p. ii). 
In regard to students' status, lower division refers to 
their Freshman and sophomore class designation (Van Ummer- 
son, 198S), and pre-college alludes to the services commu¬ 
nity colleges provide students who wish to prepare For and 
earn the Massachusetts State High School Equivalency Certi¬ 
ficate. Some community colleges like NSCC oFFer services 
For literacy training and/or skill development in mathema¬ 
tics, reading, or English, beginning at grade levels 0 to 
grade 8 [Traicoff, 1986c)• 
Table 7 makes clear that the 
students outside of the county in 
community colleges serve 
which they are located. 
HCC and STCC are 
BHCC and RCC are 
located in Suffolk County. 
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Found in Hampden county. MBCC is in Norfolk County; NSCC is 
located in Essex County; and QCC is Found in Worcester Coun¬ 
ty. Forty-Four percent of students enrolled in BHCC reside 
in Suffolk county. The remaining 56% came From other coun¬ 
ties, with 42% coming From MCC. Seventy-Four percent of 
HCC's students reside in Hampden County. On the other hand, 
32% of MBCC ' s students reside in Norfolk County and 48% live 
in Middlesex County. Ninety-three percent of MCCTs students 
are located in Middlesex County. Yet, more than 99% of the 
students served by NSCC have no designated county residence. 
In contrast, 91% of QCCTs students reside in Worcester Coun¬ 
ty. The county residences of 99% of RCC’s students are un¬ 
known. Eighty-Four percent of STCC’s students live in Hamp¬ 
den County. As Far as the issue of residence is concerned, 
"an in—state student is defined as an American citizen or 
a permanent or a permanent alien resident who has lived in 
Massachusetts For six continuous months with the intention 
of living in the State indefinitely" (Scibelli, 1986b, 
p. 16). The term outside Massachusetts includes out of state 
students and Foreign students when appropriate zip code and 
country codes were provided. The Regents pointed out that 
the non-resident alien headcount and FTE Figures might be 
under represented "because campuses do not usually report 
them separately when reporting racial/ethnic data to the 
State" (Van Ummerson, 1986, p. 115). The researcher noted 
that data provided by the Regents in Table 5 were not con- 
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sistent with the totals in Table 7 which were the result of 
other sets of data provided by the Regents. 
Bunker Hill Community College 
The researcher also approached each of the eight commu¬ 
nity colleges with the intent to learn from the statistical 
information request [See appendix B] who are participating 
in the expressed liberal arts curriculum; who are enrolled 
in liberal arts in specific; and who the community college 
students are in general. President Harold Shively (1986) 
of Bunker Hill Community College (BHCC) referred the re¬ 
searcher to James McCann, Director of Data Processing; 
Robert Margolis, Director of Research; and Dr. William 
Craft, Dean of Institutional Research and Planning. The re¬ 
searcher learned from James McCann (1986) that the issue of 
identifying liberal arts students at BHCC is problematic be¬ 
cause of the inclusion in this category of the fallowing 
students: students who are enrolled in liberal arts certif¬ 
icate diploma programs; ESL students who also are enrolled 
in this group; General Studies majors; and business majors. 
In addition, McCann explained that BHCC had some data as to 
who were the transfer students at BHCC, but he did not have 
any data as to where BHCC graduates transferred after comple¬ 
tion of their degree program requirements or during the 
course of their stay at BHCC. He referred the researcher to 
the Regents for gathering the data which she requested. Fur- 
indicated that he could not provide infor- 
thermore , McCann 
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mation about the income level and Financial aid status of 
students. McCann pointed out that most of the data the re¬ 
searcher requested had already been sent to the Computer 
Processing Division of the Regents* Office of Planning and 
Program Development. He stated that the information for Fall 
1985, Spring 1986, Fall 1986, and Spring 1987 as requested 
by the researcher would be prepared by the Spring 1987 se¬ 
mester. The researcher met with his staff associate Ellen 
Leahy (1987a), Administrative Manager, and received some 
data in April 1987. The Researcher returned in May 1987 and 
received raw data--not tabulated nor ca1cua1ted--for Fall 
1985, Spring 1986, and Fall 198S in terms of students' age, 
race, gender, residence, major, citizen status, and veter¬ 
ans’ status. Spring 1987 data were not prepared. What was 
given to the researcher concerning Spring 1987 were the raw 
data about course offerings. The researcher consulted Leahy 
(1987b) and Michael Ferretti (1987), Programmer, about the 
reason why her requests for curriculum data for Fall 1985, 
Spring 1986, and Fall 1986 had not been provided. They in¬ 
dicated that the data had been processed and rolled over 
[See Chapter 1-Definition of Terms] onto the students’ 
transcripts shortly after the next semester started. Conse¬ 
quently, since they said that they had not received notifi¬ 
cation of the researcher’s 1986 request for curriculum data 
made to McCann (1986) in the Fall 1986, they did not pro¬ 
cess them for her. They advised that she go to the Regis- 
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trap's Office and hand count the course data she wanted 
from the hard copy printouts the Registrar would have for 
the Fall 1985, Spring 1986, and Fall 1986 semesters. Such an 
implementation of their recommendation was not viable for 
the researcher due to limitations of time, staff, and funds. 
The researcher then met with the Dean of Institutional 
Research and Planning, Or. William Craft (1986). Or. Craft 
explained that his division's computer system would only 
focus on two semesters at one time, namely Fall 1986 and 
Spring 1987. Furthermore, as of December 22, 1986, he stated 
he would not be able to give the researcher information a- 
bout Fall 1985 and Spring 1986. Craft also contacted Margo- 
lis in the presence of the researcher to clarify the re¬ 
searcher's understnading that BHCC offered General Studies 
as a liberal arts major in the day division. Margolis con¬ 
firmed that General Studies was, in fact, considered a li¬ 
beral arts major in the day division. The researcher re¬ 
ceived from the Dean a copy of BHCC's Fall 1986 Day Divi¬ 
sion Representative Enrollment Statistics as well as the 
Dean’s assurance he would speak to McCann and Margolis a- 
bout the researcher's data request. Tables 8 to 12 repre¬ 
sent the data which the research was able to gather. Pro¬ 
cessing raw demographic data for Fall 1985, Spring 1986, 
Fall 1986, and Spring 1987 was not viable for the research¬ 
er . 
Table 8 shows that the majority of the students enroll- 
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ed at BHCC For the Fall 1985 and Fall 1986 terms are twenty- 
one years of age and older. Forty-three percent in Fall 1985 
and 45% in Fall 1986 were between the ages 17 and 20. Women 
represented approximately 58% of the total student popula¬ 
tion in Fall 1985 and Fall 1986. Whites represented 76% of 
the student body in Fall 1985 and approximately 70% in Fall 
1986. Blacks increased From 8% in Fall 1985 to 11% in Fall 
1986 oF the total student body; Hispanics increased 1% From 
4.5/6 in Fall 1985 to 5.5% in Fall 1986; the Asians also had 
about a 2% increase—From 8% in Fall 1985 to 10% in Fall 
1986. There was a decline oF about 700 white students From 
Fall 1985 to Fall 1986. 
Table 9 indicates that students enrolled in the Associ¬ 
ate in Arts degree program constituted 26.6% in Fall 1985; 
30.7% in Spring 1986; 34% in Fall 1986; 38.6% in Spring 1987 
oF the total students. The number oF Associate in Science 
students with non-declared majors declined over this period. 
However, the number oF students enrolled in liberal arts re¬ 
mained relatively stable. The students enrolled in the Asso¬ 
ciate in Science degree program represented 49.9% in Fall 
1985; 52% in Spring 1986; 52.3% in Fall 1986; and 51.5% in 
Spring 1987. The percent oF students enrolled in each aca¬ 
demic semester enrolled in programs other than the Associate 
in Arts degree program For these Four semesters went From a- 
bout 75% in Fall 1985 to 60% in Spring 1987. However, this 
resulted almost entirely because oF decreases in the number 
PR
O
G
R
A
M
 
E
N
R
O
L
L
M
E
N
T
 
SU
M
M
A
R
Y
 
O
F 
D
A
Y
 
S
T
U
D
E
N
T
S
 
E
N
R
O
L
L
E
D
 
A
T
 
B
U
N
K
E
R
 
H
IL
L
 
C
O
M
M
U
N
IT
Y
 
C
O
L
L
E
G
E
 
B
Y
 
A
C
A
D
E
M
IC
 
S
E
M
E
S
T
E
R
 
277 
(\J 
a 
in 
N 
n in 
ru 
a 
a 
o 
rvj 
rvj 
LD V.O 
__ Q\ rs 
cc 
cn 3
0
 
0) (V) m CD 
c sr (\J n 
• H in T"" (VI 
L 
a. 
cn 
z| T 
o 
cn 
o m 
rvj is 
ID T- 
ud co 
rvj o 
in in 
co 
in 
in 
sr 
is 
n 
CVJ 
o 
o 
o 
in 
in 
co 
cn 
ID 
ID 
ru 
sr o 
• • 
cn sr 
ru 
in 
IL CD 
sr CD 
n 
ai 
sr 
cn 
m 
z| 
cn 
cn 
in co 
0) 
CO CO 
in 
p 
L 0 
< i 1 p 
in 0 0 0 
C p p P i- C 
• H L L L i • H 
< < 0 < XI 
0 0 3 0 
p r—H 0 r—I CD p 0 
0 0 ID 0 c 0 0 u 
0 •H L L •H L •H c 
L u 0 0 0 0 _J a 0 L 
cn 0 XI XI D XI CD o •H 0 
0 in •H • H OQ • H UJ 0 a X 
□ in 
_i J 0 cn P 
< < o 
C
e
rt
if
ic
a
te
-L
A
 
T
A
B
L
E
 
9
-C
O
N
T
IN
U
E
D
 
278 
T
A
B
L
E
 
9
-C
O
N
T
IN
U
E
D
 
279 
rs s-? 
co 
cn 
O T- 
n oi 
ID r- 
01 
n 
oi 
o 
o 
o 
co 
r\j 
ID 
co 
n 
in oi 
01 
in 
ID 
ST 
fs 
N 
n 
co 
to rs 
(0 co 
ST f\J 
to rs T- 
• • i 
sr oi ru 
in ^ n 
o 
□ □ 
oi 
m 
(0 
co 
01 
O 
n 
n rs 
• • 
oj n 
in v 
ra 
lL 
ID 01 
id sr 
in t- 
in 
oi 
r> 
sr 
sr 
o 
z| 
sr 
^r 
o 
co ^r 
o ru 
(0 
0 
+J 
L 
< I 
in in 
c p ■p 
• H L L 
< < in 
ai ai in 
ai •p r—< r-H 0) 
L ra to ra c 
01 • H L L •H 
ai a 0) 0 in 
□ 0 XI XI 0 
in •H •H CD 
in 
_i _i 
< 
(D ■P 
0 
I- 
I 
XI 
l ZJ 
in CD C 
+j • H 
L 
< 0 
+J 03 
pH in a 
(D • H c 
L u o L 
ai _i a • H 0 
xi on in 0 X 
• H ID in tn P 
_l < o 
-
L
A
 
T
A
B
L
E
 
9
-C
O
N
T
IN
U
E
D
 
280 
o 
o a 
7
0
 
r— ID 
(VI 
a a 
a 
T“ 
o 
• 
co a 
01 o 
r* T“ 
01 
c 
•H 
L 
2
0
 
1 m 
7
5
 
a IS 
co 
ru 
a 
in 
o 
z| co 
CO 
ru 
in 01 n o o 
• ■ • • a 
'cr □ i\ o in T ru o 
T— 
o 
□ 
ID o Tr¬ 
CO 
01 
T— 
'—1 *- 10 m a (D m a m ru 
IL tvi r- 
ill 
N 
z| O 
rn 
c 
1 
ai 
i 0 □ 
Q) ■0 ■p rH 
+J Q1 (11 > p> ra 
(D L 0 ■P c p 
U (D CD • H Q1 a 
•H < t—i C E c H r-H 
U- _J U L c o a 5 l (0 
fll •H 1 Q) O a E 0 0 n P 
ai 4-> c □ —> • H E •-1 c 0 0 
L L 0 ra p a qj X in H 
01 01 Z o z u u > c 
ai u z < ■D 
□ 
• • 
281 
of students in the Associate in Science program end those 
with non-declered majors. This table also points out that 
of the total number oF Associate in Arts students, a sig- 
ificant portion is made up of English as a Second Language 
students. In the Fall 1985 term, ESL students represented 
23.7%; in Spring 1986-26.1%; in Fall 1986-32.1%; and in 
Spring 1987 — 33.9%. A second group which impacts the Asso¬ 
ciate in Arts degree Figures is that which is desginated 
Liberal Arts-Business. In Fall 1985, these students con- 
stitued 14.5% of the total number of Associate in Arts stu¬ 
dents; in Spring 1986—13.7%; in Fall 1986--13.7%; and in 
Spring 1987—13.1%. Only 6 1.8% in Fall 1985; 60.2% in 
Spring 1986; 54.2% in Fall 1986; and 53% in Spring 1987 
were designated as liberal arts majors From the total num¬ 
ber oF students enrolled in the Associate in Arts degree 
program. 
Table 10 points out that the age distribution oF the 
liberal arts majors is as Follows: in the Fall 1985 term, 
76.1% were twenty-one years and older; in Spring 1986, 
75.9% were older than twenty years; and in Fall 1986, 78.8% 
were twenty-one years and older. More women than men en¬ 
rolled in liberal arts: 50.4% in Fall 1985; 63.6% in Spring 
1986; and 57.3% in Fall 1986. Whites represented the ma¬ 
jority oF students enrolled in liberal arts. Only 12.9% 
Blacks; 6.1% Asians; and 4.6% Hispanics were enrolled in 
liberal arts in Fall 1985 oF the total number oF students 
282 
enrolled, in the Spring 1986 term, 11.8% Blacks; 6.1% 
Asians; and 5.1% Hispanics were designated liberal arts 
majors; and in the Fall 1986 term, 13.6% Blacks; 8.3% 
Asians; and 3.9% were identified as liberal arts majors. OF 
the total number of students enrolled as liberal arts ma¬ 
jors, 12.9% were not American citizens in the Fall 1985 
term; 11.1% were not L) . S . citizens in the Spring 1986; and 
15.4% were not American citizens in the Fall 1986 term. The 
researcher noted that the data provided by BHCC For Table 9 
were not consistent with the data provided for Table 10. 
Table 11 documents that in comparison to the non-ESL 
population, the LA-ESL students enrolled at Bunker Hill are 
much older. In Fall 1985, only 3.5% of the total number of 
students designated as LA-ESL majors were between the ages 
of 17 and 20; 1.3% in Spring 1986; and 7.4% in Fall 1986. In 
the Fall 1985 term, women constituted 50% of the total LA- 
ESL studant population, whereas in Spring 1986, the women 
represented 46.1% of the LA-ESL students, and then in the 
Fall 1986 term, they increased to 69.3% of the LA-ESL stu¬ 
dent body. Asians make up 77.3% of the LA-ESL group in Fall 
1985; 74.6% in Spring 1986; and 38.6% in Fall 1986. Whites, 
namely people of no color, were only 6.5% in Fall 1985 and 
7% in Spring 1986 but increased to 31.2% in Fall 1986. His¬ 
panics also displayed an increase. In Fall 1985, they were 
10% of the LA-ESL student papulation. In Sprinq 1986, they 
were 10.5%, and in Spring 1986, they increased to 15.2%. 
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The Black LA-ESL student group constituted in Fall 1985 
5% of the total LA-ESL student body; in Spring 1986--6.1% 
and in Fall 1986—10.7%. In regard to the issue of citi¬ 
zenship, 68.5% of the LA-ESL majors were not U.S. citizens 
in Fall 1985; 84.7% were not citizens in Spring 1986; and 
65.7% were not American citizens in Fall 1986. 
In contrast, Table 12 reveals that 86.6% of the stu¬ 
dents enrolled in the LA-certificate program were whites 
in Fall 1985; 93.8% were white in Spring 1986; and 77.8% 
were white in Fall 1986. In Fall 1985, 6.7% were Black and 
6.7% were Hispanic; in Spring 1986, 6.2% were Hispanic. No 
Blacks ware recorded. On the other hand, in Fall 1986, 11.1% 
were Black and 11.1% were recorded as Hispanic. The majori¬ 
ty of LA-certificate students were older than twenty years 
of age in the Fall 1985 and Spring 1986 terms. Yet, in the 
Fall 1986 semester, 44.4% of these students were between 
the ages of 17 to 20 years old. Women constituted 46.7% of 
this group in Fall 1985; 75% in Spring 1986; and 55.5% in 
Fall 1986. Six point seven percent were not American citi¬ 
zens in Fall 1985; and 27.8% were identified as non-Ameri¬ 
can citizens in Spring 1986. 
Table 13 illustrates that there were more men than wo¬ 
men enrolled as LA-Business majors. In Fall 1985, men make 
up 62.5% of the total LA-Business student population; in 
Spring 1986, 50.3% were men; and in Fall 1986, 55.4% were 
Only 13.2% of the LA-Business majors were between the men . 
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ages of 17 and 20 years old in Fall 1985; 14.2% in Spring 1986; 
and 36.3% in Fall 1986. The majority of the LA-Business majors 
were whites: 77.1% in Fall 1985; 77.4% in Spring 1986; and 75% 
in Fall 1986. People of color were not enrolled to any great 
extent. Blacks were 6.9%; Asians were 8.3%; and Hispanics were 
2.1% of this group in the Fall 1985 term. In the Spring 1986 
term, Blacks represented 7.7% of LA-Business majors; Asians- 
4.5%, and Hispanics 3.2%. In Fall 1986, Blacks increased to 
10.7%; Asians increased to 7.7%; and Hispanics increased to 
3.6%. Non-U.S. citizens comprised 17.4% of the LA-Business ma¬ 
jors in Fall 1985; 13.5% in Spring 1986; and 14.9% in Fall 
1986 . 
Holyoke Community College 
The researcher met with President David Bartley (1987} of 
Holyoke Community College and presented her data requests 
which include information about student enrollments, student 
demographics, students who transfer to HCC, and HCC students 
who transferred to four year institutions. President Bartley 
recommended that the researcher met with Dr. Paul Raverta 
(1987), Registrar, for these data. In regard to student demo¬ 
graphics, Dr. Raverta explained that HCC had data prepared for 
age, gender, race, program of study, and residence of all stu¬ 
dents enrolled for Fall 1985, Spring 1986, Fall 1986, and 
Spring 1987. However, HCC did not have data prepared nor avail¬ 
able for variables of income level, citizen status, financial 
aid status, and veterans' status. Raverta pointed out that 
297 
community colleges are allowed to collect data about income 
level and financial aid status but are not mandated to do so. 
Furthermore, Raverta explained that disadvantaged students 
have an income of under $5,000.00. However, a recent Massachu¬ 
setts State Office of Education guideline has allowed community 
colleges to include PELL Grant students enrollment figures in 
the total figures of disadvantaged students although their in¬ 
come may be more than $5,000.00 (Cronin, 1986]. 
F*ELL Grants are federally funded grants for needy 
undergraduate students. The PELL Grant Program is 
the single largest Federal grant program. Awards 
for eligible students have ranged from $200.00 
to $2100 per academic year, although the typical 
maximum for attendance at Holyoke Community Col¬ 
lege has been $1710. Students who are at least 
half-time but less than full-time qualify for 
reduced awards. All students eligible for PELL 
Grant consideration who also want any financial 
aid through HCC are required to apply for the 
PELL Grant and submit the resulting "Student Aid 
Report' to the Financial Aid Office, whether or 
not it indicates eligibility (Bartley, 198Sb, 
p . 9 ) . 
Table 14 indicates the age distribution of full and part- 
time students enrolled in the Fall 1985, Spring 1986, Fall 
1986, and Spring 1987 academic semesters. Students who were 
twenty years older constitutes 61.6% in Fall 1985; 71.2% in 
Spring 1986; 61.3% in Fall 1986; and 79.9% in Spring 1987 of 
the total student population. Table 15 shows that women made 
up 62.5% of the total enrollment in Fall 1985; 62.3% in Spring 
1986; 62% in Fall 1986; and 65.3% in spring 1987. Table 16 pre¬ 
sents the fact that 80.7% in Fall 1985 of the total student 
body were whites; 79.6% in Spring 1986 were whites; 77.4% in 
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Fail 1986 were Caucasian; and 76.9% in Spring 19B7 were peo¬ 
ple of no color. Blacks at HCC constituted 2.6% of the total 
student body in Fail 1986; 2.5% in Spring 1986; 2.8% in Fall 
1986; and 2.9% in Spring 1987. Hispanics represented 2.4% of 
the total student population in Fall 198S; 3.2% in Spring 
1986; 3.9% in Fall 1986; and 4.4% in Spring 1987. In terms oF 
the Asian students, they made up .3% oF total student enroll¬ 
ment in Fall 1985; .3% in Spring 1986; .4% in Fall 1986; and 
.3% in Spring 1387. 
Table 17 points out that 21.5% of the students were en¬ 
rolled in the Associate in Arts degree program in Fall 1985; 
31.1% in Spring 198G; 23.8% in Fall 1986; and 25.7% in Spring 
1987. On the other hand, 76.9% of the students were enrolled 
in Associate in Science degree programs in Fall 1985; 76.5% 
in Spring 1986; 74.4% in Fall 1986; and 72.2% in Spring 1987. 
In regard to the residence of the students at HCC, 96.6% were 
in-state residents in the Fall 1985 as were 96.3% in Spring 
1986; 99% in Fall 1986; and 96% in the Spring 1987. Table 18 
reveals the program enrollment distribution figures. In the 
four semesters studied, 28.5% of the students were enrolled 
in transfer programs; 70% were in career programs; and 1.5% 
were enrolled in special programs. In Fall 1985, 26.2% were 
enrolled in transfer programs; 28% in Spring 1986; 28.9% in 
Fall 1986; and 31% in Spring 1987. 
Or. Raverta explained that HCC had raw data about stu¬ 
dent demographics for liberal arts majors; certificate ma- 
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JOrSi Assoclate in Science majors; Associate in Applied Sci¬ 
ences majors; part-time students; transfer students; and Li¬ 
beral Studies students. He added that HCC had not processed 
these data but could provide the researcher the raw data if 
she wanted to process the data herself. The researcher did 
not have the staff, facilities, finances, nor equipment to 
do so. She concentrated her study on the information she was 
given as presented in Tables 14 to 18. 
Massachusetts Bay Community College 
When the researcher met with President Roger Van Winkle 
(1987) of Massachusetts Bay Community College, she learned 
that her data requests were to be submitted to Dr. Gerald Ba- 
zer, Dean of Academic Affairs. After having submitted her re¬ 
quests to Dr. Bazer (1987), the researcher was informed that 
her request was very comprehensive in scope. Dr. Bazer point¬ 
ed that MBCC was undergoing a change in its computer system 
and meeting the researcher's data request would be a major 
undertaking. In response to the researcher's comments that 
the Regents had been requesting such data since the Fall of 
1984, Bazer commented that their submission was less intense. 
Bazer indicated that he would take the researcher's request 
under advisement [See Chapter 3]. The researcher did not re¬ 
ceived the data as she requested. 
Middlesex Community College 
Middlesex Community College was another one of the com¬ 
munity colleges surveyed. The researcher presented her sta- 
317 
information data request to President James Houiihsn 
987) ,ho recommended that she speak with Or. Carl Schill- 
ing, Osan of Academic Affairs. Schilling (1987), after re- 
viewing the data request, informed the researcher that she 
had asked for more data than what the Registrar’s Office re¬ 
requests. He indicated that only a portion of the information 
would be provided, since MCC was not in a position at that 
time to assign the responsibility of searching files and re¬ 
cords for much of the material listed in her requests. Data 
were provided concerning program codes, minority Figures, 
gender figures, age distribution, course enrollment summa¬ 
ries, and geographic distribution of all students enrolled 
in Fall 1985, Spring 1986, Fall 1986, and Spring 1987 semes¬ 
ters. Some of the variables were presented in raw data which 
the researcher, due to delimitations of time, access to com¬ 
puter Facilities, staff, and funds, could not tabulate and 
calculate for these four semesters. 
Table 19 presents the age distribution of all day stu¬ 
dents at MCC for the terms Fall 1985, Spring 1986, Fall 1986, 
and Spring 1987. The majority of all the students were twen¬ 
ty years of age and older. Forty-six and one half percent of 
the total student body enrolled in 1985 were younger than 
twenty year olds; 39% were nineteen years old or younger for 
Spring 1986; 44.6% represented the age group 15-19 in the 
Fall 1986 term; and 38.4% were less than twenty years of age 
in Spring 1987. Part-time students tend to be older than 
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